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Learning an additional language, either as a second or a foreign language, is
complicated and requires extensive support. Learning English in Thailand is
especially tough, as there is a lack of support in the wider social context as well as in
schools and classrooms. This research study centres on the young children's
achievement in learning English as a second or a foreign language. The theoretical
framework of this study is based on claims about young learners' positive
characteristics that facilitate language learning. It draws on Vygotsky and Bruner's
concepts about children's learning. which are the reflections on Piaget's theory of
development, especially in terms of sociocultural theory, as well as some relevant
concepts on second language acquisition, task-based language teaching (TBLTJ, and
interactions in learning. This study investigates the implementation of this EFL
program instruction with English as the only medium of instruction delivered to these
early-years learners in a late kindergarten level who are limited in capacity to
communicate with other people even in their own first language. The focus is on
language learning policy and language use. In the area of language learning policy, it
explores how the formulated policy turns into the curricular focuses to promote
English language acquisition. In the area of language use, it investigates the
classroom activities and how the teacher and the learners play roles in promoting or
impeding the language learning in this classroom practice. This research study is
conducted in interpretive/naturalistic paradigm to collect qualitative data
authentically emerging during the instructional process in the 'natural setting'
(Richards 2003: 10), through three major kinds of instruments: document reviews;
observations; and interviews.
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'Children do have a less complicated view of the world than older children and
adults, but this fact does not imply that teaching children is simple or
straightforward. On the contrary, the teacher of children needs to be highly skilled
to reach into children's worlds and lead them to develop their understandings
towards more formal, more extensive and differently organised concepts. Primary




This chapter provides a brief introduction to the study, the major concepts of the
research problem and my personal motivation, as a teacher, for this research study.
Then it presents the study's overall objectives and research design; and also outlines
the dissertation organization.
1.2 Rationale for Study
Learning an additional language, either as a second or a foreign language, seems
complicated and support-requiring. Learning English in Thailand, unlike doing in a
native-speaking country, is consequently tough, lacking supportive contexts. An
interesting issue worth considering is the learner's age. Young learners are claimed
to have some better characteristics that facilitate language learning than adults
(Morrow 1989; Spolky 1989 cited in Long 2007; Brumfit 1991; Cameron 2001;
VanPatten and Williams 2007; and Hazneda and Gavruseva 2008 cited in
Lakshmanan 20091). These characteristics, together with Vygotsky and Bruner's
concepts about children's learning (Brewster 1991: 2; and Cameron 2001: 2-11),
which reflect on Piaget's, challenged me as a researcher to find out whether young
children could really achieve in learning a language, especially a second or a foreign
language and how they could do that. As a result, this study was set up to investigate
the implementation of a pilot program in teaching English as a foreign language (EFL)
1 The citations in the text in this study are listed by date, subject to the Harvard Referencing Style
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to young children in a late Kindergarten year in a primary school, with the major
focuses on language learning policy and language use. In the area of language
learning policy, it explored how the planned curriculum would promote English
language acquisition. In the area of language use, it investigated how the classroom
activities, the teacher's performance and beliefs and the learners' performance and
characteristics would promote or impede the language acquisition. To investigate this,
some relevant concepts on second language acquisition, task-based language
teaching (TBLT), interactions in learning and sociocultural theory (SeT) were
brought in to explain how the instruction with English as the only medium of
instruction (EMI) was delivered to these early-years learners whose communication
was quite limited, even in their own first language (L1). Hopefully, this study can
contribute some valuable benefits to the area of EFL instruction to early-years
learners.
1.3 Setting the Problem
The interest in instruction of a foreign or second language, especially English, to
early-years learners has been continuous for over two decades, as in the following
issues. Initially, the concepts about primary education presented by Piaget (1967
cited in Brewster 1991: 2-3; and Cameron 2001: 2-5), Vygotsky (1962 cited in
Brewster 1991: 2-3; and Cameron 2001: 5-8) and Bruner (1966 cited in Brewster
1991: 2-3; and Cameron 2001: 8-11), elaborated on how to teach early-years learners
to learn something, including language. Piaget (Siegler 1986: 25-27; and Cameron
2001: 3) believed that children learned through actions in the stages of assimilation,
accommodation and equilibration before forming their own ideas. Vygotsky claimed
that children could learn something by using the language, not actions, to interact with
other people around them, so as to act and think better (Cameron 2001: 5-6).
Similarly, Bruner's concept of Language Acquisition Support System (LASS) also
claimed that language could be used as a tool to bring in 'children's language and
learning development' (Brewster 1991: 3) and 'cognitive growth' (Cameron 2001: 8),
depending on children's enthusiasm to social interaction and 'scaffolding' (Brewster
2
1991: 3), which is the support from adults and from others in verbal language
(Cameron 2001: 8).
In combination with the concepts about language development among early-years
learners mentioned above, the following concepts about promoting a foreign or
second language at early ages also played a great role in studying Ef'L'instruction to
early-years learners. First of all, the Critical Period Hypothesis (Ellis 1986: 107)
claimed that 'there is a period when language acquisition takes place naturally and
effortlessly'. The period was supposed to be in the first 10-12 years of life (Penfield
and Roberts 1959 cited in Ibid; and Scovel 1988: 2 cited in Nikolov 2000: 23). In
particular, Lenneberg (1967: 158 cited in Singleton 1989: 39) specified that 'an
interaction of maturation and self-programmed learning" first brought in language
acquisition at ages 2-3. Likewise, the issue of effect of age on learning a foreign or
second language was also raised by Ekstrand (1982 cited in Nikolov 2000: 26) and
Harley (1986 cited in Nikolov 2000: 27-28), however, in the reverse direction. In
particular, children were supposed to have advantages in learning a foreign or a
second language. Children were considered as the only group of learners that could
acquire 'native-like pronunciation' while learning a second language (Dulay, Burt &
Krashen 1982; Scovel 1988; Larsen-Freeman & Long 1991; and Johnson 1992 cited
in Nikolov 2000: 23). Hatch (1983: 197 cited in Nikolov 2000: 24) also supported
children's start of learning a second language "'at the early elementary stage rather
than later".'
In addition, there were also a lot of studies related to EFLIESL instruction to early-
year learners, in various aspects. For example, Farkasova and Biskupicova (2000),
Coyle and Verdu (2000) and Carmel (2007) focused on teaching English to young
learners (TEYL). Szpotowicz (2000), Coyle and Verdu (2000) and Carless (2008)
explored the areas of TBLT with young learners. Farkasova and Biskupicova (2000),
Coyle and Verdu (2000), Williams (2000) and Azuara and Reyes (2011) paid
2 Lenneberg (1967: 158 cited in Singleton 1989: 39) talked about the critical period at age 2:
."Language cannot begin to develop until a certain level of physical maturation and
growth has been attained. Between the ages of two and three years language
emerges by an interaction of maturation and self-programmed learning. ,.. .
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attention to young learners' language learning through interaction in SCT. Williams
(2000), Nakayama (2002), Kiely and Rea-Dickins (2005) and Carless (2008) debated
how EMI was used in classroom with young learners.
In particular terms of learners' young age in learning a language, Nikolov (2000: 25)
criticised two examples of foreign language (FL) studies of "Trench in Scottish
primary school" and "Trish in the primary schools' programmes'" and raised her
doubts in providing young learners with a foreign language (FL). Likewise, Singleton
(1989: 92-93) considered the unsatisfactory results of the former study in the aspect of
learners, like, the pupils' inadequate stock of acquired vocabulary, lack of adaptation
to new situations and lack of skill transfer, as the evidence showing that FL learning
at the early age was not really better than at the older age. Moreover, Singleton (Ibid)
also pointed out some weaknesses of the same study, like most teachers' insufficient
language proficiency and difficulty in providing suitable conditions for language
learning, and claimed that FL learning at the early age was not really useful.
Similarly, Singleton (Ibid) considered the results of the latter study with only a third
of the pupils achieving the target goals as the evidence of unsuccessful introduction of
FL learning at the early age, especially in comparison with the older age.
Disagreeing with Nikolov and Singleton's arguments above, I find that the arguments
about the implementation of the early foreign language instruction in the two studies
above should be reconsidered. Though it is apparent along with the results that the FL
instructions to early-years learners in these two studies were not really successful,
with those particular constraints in terms of teachers and learning environment, such
the constraints should not be considered as the sole evidence to identify the failure of
FL instruction at an early age, but as one of the factors which could affect to the
instruction implementation both at an early age and later. Moreover, the same
constraints could also bring similar results to the implementation of an FL instruction
at the older age. On the contrary, if the teachers had had good language proficiency,
and the language learning environment had also been appropriate for early-years
learners, the FL instruction in the two situations above could have been more
successful.
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With such controversial arguments, it was a challenge to profoundly examine this
EFL instruction in this particular context and find out whether these early-years
learners' language acquisition would be possible or not. To achieve this exploration,
all factors relevant to the instruction were taken into consideration. Consequently,
this descriptive study aimed to investigate four major aspects of instruction: the
curriculum; the classroom activities; the teacher; and the learners.
In addition to the aspects of instruction, this study on EFL instruction implementation
was considered in the aspect of how the language use was explicitly shown.
According to Piaget, Vygotskyand Bruner's concepts about the nature of children's
learning through interaction, their language learning is related to TBLT and some
concepts from SCT, namely interactions and Vygotsky's zone of proximal
development (ZPD). So, the language use in this descriptive study which involves
children's learning was inevitably investigated subject to TBLT and those SCT
concepts.
TBLT was claimed to expand the learners' linguistic competence (Seedhouse 1999:
153) and encourage learners with 'functional tasks' to exchange meanings and to use
language in a realistic way (Long 1985 and Prabhu 1987 cited in Van den Branden
2006b: 1). Tasks, or activities involving the use of language, were used in TBLT to
show learning outcomes (Ellis 2003: 2; and Seedhouse 1999: 149). As a result, TBLT
was also supposed 'to develop L2 proficiency through communicating' (Ellis 2003: 9).
These functions of TBLT could help explain how these early-years learners learn EFL
in this descriptive study clearly, especially according to the curriculum and classroom
policies.
In conjunction with TBLT, the EFL instruction to these early-years learners also
needs some other concepts from SCT, like the ones on interactions and Vygotsky's
ZPD, to explain how and why children could learn EFL in spite of their limited
communicative skills and knowledge at their ages. The concept of seT generally
'analyses how language learning takes place in a social context, involving action,
reaction, collaborative interaction, intersubjectivity, and mutually assisted
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performance' (van Geert 1994; Lantolf & Pavlenko 1995; Lantolf 2006; Lantolf &
Thome 2006 cited in Ellis and Robinson 2008: 6). However, with the particular
features of this EFL instruction, just some SCT concepts relevant were raised, like
interaction and ZPD.
As a result, this study aimed to examine the EFLIESL instruction to kindergarten
learners who had hardly been exposed to a foreign language before, with the focus on
classroom interactions mainly between the English native-speaking teacher and the
EFL learners. This focus on teacher-and-learner interactions in this learning context
where neither the teacher nor the learners could speak the other's native language is
particularly interesting because it challenges how learning could be achieved in spite
of such a language barrier, according to Piaget's concept about children as 'active
"sense-makers" (Cameron 2001: 4) and also other concepts about primary education.
Moreover, with these children's none or little of knowledge about a new language
prior to the instruction, it became significant to find out how a young child could
learn a foreign/second language and be encouraged by interactions; and what
interactions were useful, especially regarding the concepts of interactions and
Vygotsky's ZPD in terms ofTBLT and SCT, respectively.
1.4 Personal Interest
In addition to the rationale of the study above, as a teacher of English, I am
particularly interested in some particular issues related to this descriptive study,
namely interactions and learning development with L2 as the medium of instruction,
Firstly, the issue of interactions is already in the centre of my interest. As a language
teacher, I have become fascinated by the interactions between the teacher and the
learners. However, the interactions found in most research studies usually appeared at
the level that both the teacher and the learners could share a language to some extent.
It is not often seen that a native-speaking teacher teaches a foreign language to
language beginners, like these 5-to-6-year-old learners, while they both can hardly
communicate with each other. Especially, these learners could hardly communicate
with their teacher in both their own L1 and this foreign language, English. Moreover,
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the teacher's prohibition of the use of the learners' L1 in this learning context made
the communication less possible, especially with the design of this program which did
not use English throughout all other classes as in international schools', but merely
exclusively used English with a small amount of time, namely an hour per week for
each class. Such particular features of this instructional program resulted in some
heated issues, like how the interactions in this context could take place; to what
degree the interactions could bring in comprehension in class; and how interactions
here were different from interactions in other EFL contexts.
Related to the previous issue about interactions, the concept of learning development
is worth considering. As a teacher, I have always asked myself about how I could
develop my students' learning from the level of their apparent learning performance
to a higher level, especially only with the use of L2 as the medium of instruction. I
personally believe that if learners are exposed to L2 much enough, they can get to
know how to communicate in L2 while learning. The idea of developing learner's
learning corresponds to the concept of Vygotsky's ZPD, which insisted that learners'
potential could be promoted from their' actual development level' to the higher level
through instructions (1962, 1978 cited in Cummins 2001: 125; and Brewster 1991: 3),
especially subject to Bruner's concept of Language Acquisition Support System
(LASS), which claimed that language could also help develop children's language
ability (Brewster 1991: 3) and thought (Cameron 2001: 8). So, it necessarily
investigated how learning environment could provide 'active and participating'
learners with such opportunities to develop their learning (Van Lier 2001: 253).
As a result of the interest above, this study is based on the hermeneutic/interpretive
ontological concept insisting that the reality involving this EFL instruction to early-
years learners in this study depended on the study researcher's perception (Bassey
2005: 38), and the epistemological concept believing that knowledge of the reality
was derived from in-depth understandings and insights as a result of 'interpretation'
(Usher 1996: 18). So, the investigation was designed along hermeneutic/interpretive
3 International schools are supposed to offer 'the programmes taught in English' (Chuaychoowong
2010: 17).
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methodological concept to acquire knowledge from soft data" through the instruments,
like classroom observations, semi-structured interviews, follow-up interviews and
document reviews.
1.5 Main Focuses of Research Design
To investigate the language learning policy and language use of the EFL teaching in
this Thai primary school, this research study was designed with the qualitative method
in naturalistic paradigm to collect qualitative data authentically emerging during the
instructional process provided for Kindergarten 3 5 pupils. Subject to Long's
suggestion (2007: 19) that a particular theory or approach does not always account for
how learning occurs in every situation, the investigation in this study consequently
aimed to make profound understanding of this particular context of language teaching
and learning in the 'natural setting' (Richards 2003: 10) through interpretation of the
detailed data collected from the fieldwork. Thus, three kinds of instruments are used:
document reviews; observations and interviews, to collect such data to answer the
following research questions.
RQ1: What is the focus of the planned English curriculum for these early-years
learners in this Thai school?
RQ2: How do the classroom activities constitute language learning opportunities
for the learners?
RQ3: Do the teacher's classroom performance and prevailing concepts about
language teaching support her learners' learning of English in this Thai
school?
RQ4: In what ways do learners' classroom performance and characteristics
promote and impede their learning of English in this Thai school?
4 Soft data are data that are rich in description (Bogdan & Biklen 2007: 2).
5 Kindergarten 3 is referred to the third year of the pre-school level prior to the primary level at
school.
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In terms of data collection, observations and interviews were the major instruments
used to collect data to reflect all RQs, whereas document reviews were applied to
answer RQsl-3 only. The classroom observations in this study which were classified
as less-structured/qualitative observations (Foster 2006: 57) provided in-depth
description and illustration of all classroom phenomena. The observations collected
data in both forms of video clips and field notes which were later transcribed by the
NVivo 8 into rough scripts 6 and transcriptions 7 for further analysis. Document
reviews were used to collect data from four categories 8: 1) standard and official
sources; 2) letters and contemporary writing; 3) cabinet and other papers; and 4)
images, sound and objects. The data collected from the document reviews were first
recorded in the form of narrative record/ (Kumar 2005: 124) prior to further analysis.
The interviews in this study were divided into two major categories. Firstly, semi-
structured interviews were conducted with the teacher and learners parents to collect
informative data through the use oifactual questions (Wilson & Sapsford 2006: 108-
l09), but also with a small number of retrospective questions (lbid), if necessary.
Secondly, a kind of unstructured interviews called in-depth interviews were
conducted with some learners whose classroom performance required further
explanations, according to the researcher's judgement, to obtain some profound
information about their learning through the use of retrospective questions. As a
result, these interviews would be labelled as follow-up interviews throughout this
dissertation. All data collected from these interviews were recorded in the forms of
audio records andfield notes which were later transcribed by the NVivo 8 into rough
scripts and transcriptions as additional information, to cross-check with the data from
observations and document reviews.
In terms of data analysis, all data were analysed by being first categorised into two
major areas of language learning policy and language use before being subdivided
into four major categories of curricular focuses; classroom activities; the teacher's
6 See Appendix 9
7 See Appendix 10
8 See Finnegan (2006: 139-141).
9 Narrative records are the records of information gathered without predetermination (Kumar
2005:124).
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performance and prevailing concepts; and the learners' performance and
characteristics, to answer the four RQs above. Then all corresponding data were used
to cross-check with one another in terms of credibility (validity), dependability
(reliability), transferability (generalizability 10) and confinnability (objectivity),
according to Denscombe (2010: 298-304).
1.6 Overview of Dissertation
This dissertation presents a record of the research study, implementation and findings,
according to the following study organization.
Chapter 1 provides the background and general overview of this study.
Chapter 2 provides the key concepts in the theoretical framework such as the
theories about children's learning with the focus on second language acquisition
(SLA), the relevant concepts of classroom language use, namely task-based language
teaching (TBLT), the natural approach (NA) and total physical response (TPR), and
the concepts of classroom context, interaction in learning regarding the sociocultural
theory (SeT). Then it reviews previous empirical investigations involving EFL
instruction to early-years learners in various areas, like teaching English to young
learners (TEYL), TBLT, SCT and the use of EM!, together with the discussions of the
particular links to the current study.
Chapter 3 describes the study context with the research setting and questions, the
position of research study with its research paradigm, the research design with its
approach, strategy. methods and progressive focussing; and the processes of data
collection and analysis.
Chapter 4 presents the analysis of this EFL instruction to early-years learners in the
area of language learning policy, along with the particular notion of language
learning policy for this study context, the background of EFL curricular context and
the analysis of the curricular focus, according to RQ 1.
10 This term is spelled along the original term quoted from the source mentioned above.
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Chapter 5 presents the analysis of this EFL instruction in the area of language use,
with the notion of language use and the analysis of language use with the focuses on
classroom activities, the teacher's performance and prevailing concepts and the
learners' performance and characteristics, to answer RQs 2-4.
Chapter 6 summarizes the study's overall findings involving the relationships among
the focus of this EFL curriculum; the classroom activities; the teacher's classroom
performance and prevailing concepts about language teaching; and the learner's
classroom performance and characteristics; and discusses the issues emerging from
the finding chapters (Chapters 4 & 5), especially the congruence between the
language learning policy and the language use in classroom practice.
Chapter 7 discusses the implementation of this study, according to the research
questions, data analysis and findings, before pinpointing the strengths and
contributions to theoretical and professional knowledge, and the weaknesses and
limitations, as well as the theoretical, pedagogical and methodological implications.
Then the particular suggestions for other prospective research studies are given,
followed by the researcher's reflections on the study and the final remarks at the end
of this dissertation.
1.7 Summary
This introductory chapter has discussed the fundamental concepts of the research
problem and my personal motivation to conduct this study. Moreover, it has also
provided the overview of the research design and the brief guidelines to the rest of
this dissertation. The next chapter provides some necessary background information
about this research study and also reviews relevant research studies on EFL






This chapter aims to present the theoretical framework of the current study and review
the previous empirical studies in the areas relevant to EFLIESL instruction to early-
years learners. To show the theoretical standpoint of this study, the literature review
focuses on the theories about children's learning and the concepts for classroom
language use and classroom context, respectively, as in 2.2. Then the relevant
empirical studies are reviewed along the four focussed areas in 2.3.
2.2 Theoretical Framework
To situate this descriptive study of an EFL instructional program to early-years
learners in a non-native context, the literature on second language acquisition is
reviewed with the theories about children's learning by Piaget, Vygotky and Bruner,
the concepts of task-based language teaching (TBLT), the natural approach (NA) and
total physical response (TPR) for classroom language use and interaction in learning
regarding to SeT for classroom context, respectively.
2.2.1. Theories about Children's Learning
In this part, the theories about children's learning by Piaget (1967 cited in Brewster
1991: 2; and Cameron 2001: 2-5), Vygotsky (1962 cited in Brewster 1991: 2; and
Cameron 2001: 5-8) and Bruner (1966 cited in Brewster 1991: 2; and Cameron 2001:
8-11), are reviewed to show how children's learning has been grounded. At first,
Piaget's theory of development is first discussed to show how children acquire
knowledge, especially language, through their active interactions with their
surrounding, as follows.
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2.2. t. t Piaget's Theory of Development
Jean Piaget showed his interest in how young children perform in their surrounding
and how it affects to their mental development (Cameron 2001: 2). With one of his
primary interests in the field of epistemology, the branch of philosophy about the
origins of knowledge, Piaget set up an epistemological enquiry into the way children
gained concepts or knowledge in their lives (Siegler 1986: 23-24). Piaget (Cameron
200 I: 2-3) proposed that children learned something while they were continuing to
interact with the world around themselves to solve their problem with it. For example,
when one child faced the problem of how to take food out of a bowl and put into
his/her mouth, the child had to learn how to control the muscle of his/her hand and the
movement direction. Piaget considered this knowledge as 'actively constructed', 'not
imitated or in-born' (p.3). As a result, Piaget believed children's action was supposed
to bring thoughts (Cameron 200 I: 3), which could be developed further into 'the
structure of mature thinking' (Brewster 1991: 2).
Piaget suggested four stages of children's development: sensorimotor period;
preoperational period; concrete operational period; and formal operational period
(Siegler 1986: 24-25 & 29-42) II. With the focus on TEYL, this study involves just
the second and third stages. In the preoperational period (between age 2 and age 617),
children develop the 'acquisition of representational skills', namely 'language, mental
imagery, and drawing' (p.25), especially the growth in language. For example,
McCarthy (1954 cited in Siegler 1986: 25) pointed out that children's vocabulary
would rise for a hundred times during their 18-60 months. However, children can just
'view the world from their own perspective' and cannot show any transformations
(Ibid), or the view from other perspectives (p.36), yet. Later, in the concrete
operational period (between ages 617 and 11/12), children can accept other points of
view, judge more than one perspective and show both 'transformations and static
situations' (p.25). As a result, children in this period can solve some problems about
'concrete objects and physically possible situations' but cannot 'consider all of the
logically possible outcomes' or 'understand highly abstract concepts' (/bid).
II See Appendix 11.
14
With the details of children's development above, Piaget believed children's action
could lead to thinking (Cameron 2001: 3; and Brewster 1991: 2), in the following
three processes. This started from just imitating the same action as another person's
in the process of assimilation'[, to adjusting the action to the right situation in the
process of accommodation"; and sometimes further to interacting 'between existing
ways of thinking and new experience' in the process of equilibration'" (Siegler 1986:
25-27).
An example of assimilation Siegler gave was the way his two-year-old son called a
bald man long frizz hair growing out of both sides 'Clown' (pp.25-26). This man's
outstanding features similar to clowns caused the child to transform the incoming
information, namely about this man's appearance, along with his own existing
concept about clowns. Thus, the same action or the same concept was transferred into
another similar situation as what mentally existed (pp.25-26), without any change to
the child's idea (Cameron 2001: 3). Such development, as in this stage, helps
children form 'a meaningful representation' of a new thing children found, as
interpreted from Siegler'S idea (1986: 26).
'Inability to assimilate new information to existing ways of thinking
sometimes prevents people from forming any meaningful
representation of the new material.'
In terms of accommodation, Siegler clearly showed how to adjust his son's concept
about the bald man with frizzy hair to a new concept about a common man through
reasoning that the man his son saw 'wasn't wearing a funny costume and wasn't
trying to make people laugh' (p.26). This idea of accommodation was claimed to be
significant to second language learning under the label "restructuring'" which was
12 Assimilation is 'the way in which people transform incoming information so that it fits within their
existing way of thinking' (Siegler 1986: 25)
13 Accommodation is defined as 'the ways in which people adapt their ways of thinking to new
experiences' (Siegler 1986: 26), or as the way a child adjusts 'to features of the environment in
some way' (Cameron 2001: 3).
14 Equilibration, is defined (Siegler 1986: 27) as 'the overall interaction between existing ways of
thinking and new experience'.
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referred to as 'the re-organisation of mental representations of a language'
(McLaughline 1992 cited in Cameron 2001 : 3).
Equilibration (Siegler 1986: 27) is the combination between assimilation and
accommodation, in three following phases. Firstly, children are quite happy with
their ideas or way of thinking in the first phase called equilibrium. Later, children
realize weakness in their existing ways of thinking in the next phase called
disequilibrium. Then, when children can 'adopt a more sophisticated mode of thought'
which can get rid of the weakness in their ways of thinking, they are in the phase of a
more stable equilibrium. A good example of equilibration Siegler (p.27) provided
was the one of a girl who first had a fixed idea that animals were the only living
things (equilibrium). Then she realized the weakness in her existing way of thinking
here when she heard that plants were also considered as 'being alive' (disequilibrium).
During this time, the girl started getting confused with the meaning of 'being alive'
because she could not understand how plants and animals were considered as 'being
alive'. Finally, having found out the features shared between plants and animals, she
could figure out some ideas about living things (a more stable equilibrium).
The ideas presented by Piaget above show that children are 'active "sense-makers"
who can 'adapt through experiences with objects in their environment' (Cameron
2001: 4), which is quite obvious from the second stage of children's progress, the
preoperational period (Siegler 1986: 25), on. However, children's 'sense-making is
limited by their experiences' (Cameron 2001: 4). So, Piaget' s ideas are introduced for
the maximum use of children's sense-making with 'classroom and classroom
activities' so as to provide children with more chances for learning (pp.4-5),
especially through 'concrete objects and physically possible situations' (Siegler 1986:
25), subject to the concrete operational period mentioned above. With these ideas,
this research study was stimulated to investigate how children could make sense of
what they saw others, like their teacher, do and say in this classroom context,
especially by adapting through experiences in their learning environment, as in this
study. This investigation was further elaborated with the details of task-based
language teaching (TBLT) in classroom language use and interaction in learning
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regarding SCT in classroom context, as suggested by Cameron (2001: 4) and as
reviewed in 2.2.2.1 and 2.2.3, respectively.
2.2.1.2 Vygotsky's Concept of Children 's Learning
In comparison with Piaget's, Lev Semenovich Vygotsky's concept of children's
learning appears to be both similar and different. Similarly, Vygotsky strongly
believed in children's active sense-making, but in a different aspect from Piaget.
Anyway, Vygotsky did not consider children as active sense makers on their own as
Piaget suggested, but with the support from others in their surrounding (Cameron
2001: 6; and Lantolf & Thorne 2007: 201). However, in terms of children's learning,
Vygotsky's idea about 'the nature of language and its effect on intellectual
development' is different from Piaget's (Brewster 1991: 3). While Piaget believed
that it was actions, not language, that influenced children's way of thinking and
finally led to learning, Vygotsky argued that language was the tool that children
usedl5 (Cameron 2001: 5) first to communicate and later to develop their thinking
(Brewster 1991: 3), or 'to appropriate the intellectual world around them'
(McCafferty & Ahmed 2001: 200). Related to this concept, children's learning also
depends much on other people in their surrounding (Cameron 2001: 5-7; and
McCafferty & Ahmed 2001: 200). This was reflected in his belief that human's
mediation was first developed by some tools, like '[L]language use, organization and
structure' (Lantolf & Thorne 2007: 201). Vygotsky (Ibid: 202) claimed that human
beings' mind consisted of 'a lower-level neurobiological base', but human
consciousness used 'higher-level cultural tools, i.e., language, literacy, numeracy,
categorization, rationality, logic' to control the biological part as they wish. So, these
tools combined human beings and the environment together, through cultural
development (Lantolf & Thorne 2006: 45). In brief, children learn through using
15 'Language provides the child with a new tool, opens up new opportunities for doing things and for
organising information through the use of words as symbols' (Cameron 2001: 5).
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language as a cultural tool to make understanding of their surrounding, with support
from other people".
To explain how the higher-level cultural tools above organise mental and social
activity, Vygotsky proposed four genetic domains (Lantolf 2001: 3): phylogenetic
d. . 17 . I Id' 18 t ti d. . 19 d' . d. . 2IJomatn ; SOCIOCU tura omatn ; on ogene IC omatn ; an microgenetic omatn .
The concepts related to the investigation of children's learning in this study involve
only three out of the four genetic domains proposed above: sociocultural domain,
ontogenetic domain and microgenetic domain (lbid). Firstly, regarding sociocultural
domain, children in this descriptive study were considered as human beings who deal
with choosing the symbolic tools such as verbal or non-verbal language, to represent
things according to their culture in communication. These learners' choices of tools
were derived from their cultural development, in both their L I and the language they
learned in this study (L2). This part of information was acquired in the current study
through the use of the instruments, like classroom observations, semi-structured
interviews with parents and the teacher and follow-up interviews with learners, as
further discussed in the Research Methodology (Chapter 3). Secondly, regarding
ontogenetic domain, this study particularly investigated how symbolic tools, like
language, both Ll and L2, were combined with children's thinking. Such
investigation required soft data which were rich in description, collected through at
least two kinds of instruments, namely classroom observations and follow-up
16 This concept appears in sociocultural theory (Lantolf & Thorne 2007: 201) explaining
philosophically and psychologically how man learns about the world (Lantolf & Poehner 2008: 3).
Philosophically, it explains that 'human mind is mediated' (Lantolf 200 I: I), according to
Vygotsky, with the help of 'tools and labor activity' to change the world and the 'indirected' or
'mediated' relationship between human beings and the world. Psychologically, it explained how
'human social and mental activity is organized through culturally constructed artefacts' (lbid).
17 Phylogenetic domain explains how human's thinking process is different from the thinking process
of other living things, especially in terms of 'integration of mediational means over the course of
evolution' (Lantolf2001: 3).
18 Sociocultural domain clarifies how different kinds of symbolic tools 'developed by human cultures
throughout the courses of their respective histories' influence 'the kinds of mediation favored'
(Lantolf2001: 3), which values the kinds of thinking through cultures.
19 Ontogenetic domain concerns how children 'appropriate and integrate mediational means' (Lantolf
200 I: 3), especially language, with their thinking process while growing more mature.
20 Microgenetic domain deals with 'the reorganization and development of mediation over a
relatively short spa span of time' (lbid), like 'being trained to criteria at the outset of a lab
experiment; learning a word, sound, or a grammatical feature of a language' (Lantolf 200 I: 3).
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interviews with learners, as discussed in Chapter 3. Thirdly, concerning microgenetic
domain, this study explored the development of mediation in single short periods of
instructional program, like each particular classroom activity of these learners'
language learning, which was investigated through classroom observations and
follow-up interviews with learners. The only domain that was not mentioned here due
to its irrelevance is phylogenetic domain, for this study did not really go to such a
macro level in which the children's thinking process, as human beings, was compared
with other living things' thinking process.
In the Vygotsky's aspect oflearning, the use of words and symbols in language helps
children 'to do things and organise information' (Cameron 2001: 5). Firstly, at the
beginning of age 2 (Cameron 2001: 5), children use the language to talk to themselves
in the form of 'private speech', which is the 'speech for the self, or what Piaget and
Vygotsky called "'egocentric speech" (McCafferty & Ahmed 2001: 200) while
playing or doing some tasks. Subject to sociocultural domain, children chose
language, or their private speech, to represent their own actions, which also starts to
influence their way of thinking from this time on. However, children's understanding
of their LI is later negotiated and confirmed by interacting through words and
symbols with other people. Children learn some words in their L1 by looking at the
objects they can see and touch and using the words others assign to call the objects.
In this process, children learn to do things and organise information through a set of
words. At the same time, it is also obvious that this learning is influenced by other
people, as when other people draw children's attention to some particular objects and
some ideas and bring in children's better understanding while children are playing
(Cameron 2001: 6). So, those people, like adults, do facilitate children's learning of
the things around them, as what Cameron claimed, 'adults mediate the world for
children and make it accessible to them' (Ibid). This confirms the concept that
children, as human beings, can learn through instruction and mediation. At this stage,
children's learning is considered to be part of ontogenetic domain, for children are
adjusting the symbolic or 'meditational means' (Lantolf 2001: 3), like language, to
their own thinking. In the next stage, this domain still dominates children's learning.
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Having learned something from others and developed some ideas inside, children start
to move 'from thinking aloud and talking through what is being done, to thinking
inside the head' in the process called internalisation (Cameron 200 I: 7). At this time,
children learn to separate the social speech they use to talk to others from the inner
speech they use to talk to themselves. This inner speech makes children speak less
outwardly but think more inwardly and develop their way of thinking. In other words,
children move from using the language to deal with others, or for the interpersonal
purpose, to using the language to talk quietly to themselves, or for the intrapersonal
purpose, in order to develop their thinking to solve problems on their own
(McCafferty & Ahmed 200 I: 200). Meanwhile, children are also 'regulating and
controlling behaviour' (Wertch 1985 cited in Cameron 2001: 5) in the stage called
self-regulation (Lantolf & Thome 2007: 204). In this stage, children moves from
doing something with the help from other people, like feeding themselves with their
parent or another adult controlling their hand, to doing something on their own, like
feeding themselves without anybody's help (Cameron 2001: 235). Moreover, self-
regulation also involves children's doing something else on their own from the
beginning to the end. Thus, this process does not only show the movement of mental
development from outside to inside human's mind (Lantolf 200 I: 4; and Wertsch
1985 cited in Cameron 200 I: 7), but also the transformation of mental development.
Lantolf (200 I: 14) explained this with the support from Vygotsky and Kozulin that
human beings biologically have ability in classifying objects which varies along the
schemata of the society they live in. So, when children start developing their thinking
with their inner speech, they have to combine their existing intellectual ability of
classifying things with the support from the culture and others around them. Similarly,
Lantolf and Thome (2007: 202) also pointed out the similar concept of Vygotsky's
labelled as mediation, which claimed that the relationship between human beings and
the surroundings was 'mediated' or combined by the 'higher-level cultural tools', like
language, literacy and numeracy. In brief, children's learning really needs support
from both cultural tools and other people in their surroundings to guide them. So, this
study also investigated: 1) in sociocultural terms ", how these early-years learners
21 The 'sociocultural terms' here is referred to Vygotsky's sociocultural domain.
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made understanding of English, the language they were learning, through the use of
this language22 in class and how their understanding was negotiated and confirmed
by interacting with others, like the teacher; 2) ontogenetically, how these learners
combined the symbolic or 'mediational means', or English here, to their process of
thinking; and 3) microgenetically, how these learners' mediation was developed in
each short period of instruction.
With the idea that children can learn more from interacting with others in the concept
about children's learning above, Vygotsky also introduced another concept of Zone of
Proximal Development (ZPD), which was considered as 'the distance between the
actual development level as determined by independent problem solving and the level
of potential development as determined through problem solving under adult guidance
or in collaboration with more capable peers' (1978a: 86 cited in Meadows 2006: 308).
ZPD was supposed to have a significant influence upon the research areas of
psychology, applied linguistics and education, particularly language learning. With
his strong belief in human beings' possible ability in learning and his interest in 'the
complex effects that schooling had on cognitive development', Vygotsky claimed 'a
specific social nature and a process' in ZPD to develop children's 'intellectual life'
along with their society (Lantolf & Thome 2007: 211). Vygotsky regarded ZPD as a
theory that interacted between "'learning" and "development" (1978a: 79-91 cited in
Meadows 2006: 308). ZPD claimed children could learn to act and think to the level
higher than their 'actual development level' with others' help, however, along with
the two development levels of children's learning. The former one was the lower
level that a normal 'psychological and educational test' evaluated, in which a child
could do something 'independently'. The latter was the higher level in which a child
could do something with some supports, like 'demonstrations, prompts or leading
questions'. So, in terms of schooling, Vygotsky focused on the 'learning through
participation in socioculturally and institutionally organized practices' (Lantolf &
Thorne 2007: 211). Vygotsky found out that 'learning collaboratively with others,
22 It may be slightly complicated here, for the English language is mentioned here as both the lesson
content and also the cultural tool, in terms of sociocultural theory, which draws upon understanding
in learning.
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particularly in instructional settings, precedes and shapes development', in which the
'intentionally designed learning environments (e.g. instructed L2 settings) could have
a qualitative impact on the development. So, ZPD (Ibid) can be used as either 'a
model of the developmental process' or 'a conceptual tool' to understand how
children learn before the period of their 'stages of maturation'. In this study, these
learners' development in classroom learning was also considered in terms of their
interactions with other people around them, like their teacher and their peer, regarding
ZPD.
According to the learning regarding Vygotsky's ZPD (Meadows 2006: 309) above,
children may first rarely understand what each learning task deals with and need some
support from their teacher. When the teacher facilitates the children to learn with 'a
model' or 'successive precise and simple directions' (Ibid), children just watch and
follow what their teacher has done. From this time, children start learning to deal
with the activity little by little and gain better understanding about the components of
the activity, the goal of the activity and the way to achieve the goal. Later, the teacher
can withdraw the help previously offered to the children and adjust the way of
offering help gradually. So, instead of giving children a clear and direct explanation
of what to do, the teacher can just change to suggest and encourage children.
Through this way, children's learning starts with adjusting to the surrounding with
others' support in the stage of other-regulation, before turning to doing things by
themselves in the stage of self-regulation (Brown et al. 1983 cited in Ibid), as
previously mentioned in terms of internalisation (Cameron 2001: 7). In this way,
children can start monitoring themselves in a right direction and controlling their
actions in the activity. Then, the teacher should let the children practice thinking
more and more by themselves. This research study, thus, focused on investigating
whether and how these learners' learning developed from 'other-regulation' to
learning along 'self-regulation' in 'internalisation' or not.
Considering the concepts of children's learning by both Piaget and Vygotsky above, it
is obvious that both assume children have the potential for learning, with some
differences. Piaget strongly believed that children could learn something through
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their action and sense-making with the surrounding, along their periods of maturity,
whereas Vygotsky viewed that children could learn through the use of language which
was constructed by culture. So, children's learning depended upon their society as its
members. Moreover, Vygotsky also pointed out that children's learning could also be
developed into a higher level than it appeared to be, with the support from others to
stimulate their thinking as reviewed in terms of ZPD. Subject to Piaget, this research
study emphasised children's learning with their sense-making of their learning
environment, especially through the first two processes of assimilation and
accommodation, but probably not through the process of equilibration due the
learners' young age. According to Vygotsky, this study focused on children's
development in learning with the support of society and people around them, to a
higher level. In comparison between Piaget and Vygotsky, children's learning
according to the latter appears to be more practical through the proposal of means of
learning development, whereas the former just presents children's learning subject to
the biological period of maturity, with just suggestion on adaptation of learning
environment. As a result, Vygotsky's concept turned to playa greater role in this
study on TEYL than Piaget's.
2.2.1.3 Bruner's Concept of Language Acquisition Support System (LASS)
In line with Vygotsky, Bruner also proposed that 'language is the most important tool
for cognitive growth' (Cameron 2001: 8). Slightly different, Bruner did not only view
a child's learning was influenced by their society and people in the society as
Vygotsky did, but emphasised the help from a teacher, an adult or a 'more competent
peer' for a child while he/she was learning 'as a vicarious form of consciousness'
until he/she could deal with the task he/she was dealing with, in terms of its function
and concept (1985: 24-25). Bruner named this kind of help as 'scaffolding' (Bruner
1985: 25; and Wood, Bruner and Ross 1976 cited in Cameron 2001: 8) in his concept
of Language Acquisition Support System (LASS), which focused on providing useful
support to children's language learning (Brewster 1991: 3). The scaffolding Bruner
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raised was 'talk that supports a child in carrying out an activity' (Cameron 200 I: 8)23.
Cameron (Ibid) suggested that good scaffolding should correspond to the child's
needs and be adapted along with the child's competence.
To implement his concept of LASS, Bruner suggested the concept of formats and
routines with an example from his research study on middle-class American families
(Cameron 2001: 9). The routine raised here is the situation when parents read some
stories to their children from the time they are just babies until they grow up. During
this time, children usually sit on parents' laps, listening and watching a story from a
large picture story book. This routine can be changed little by little when children
grow older but the basic format is still the same. At the same time, when children and
parents analyse the language, there is 'another layer of routine' (Ibid). Dealing with
very young children, parents need to give full instructions and details, especially
verbally, like repetition or language simplification, in order to make children
understand the story in the level children can do. When children get older, the format
of reading is still the same but the routine and the language can be developed more.
Children are provided with more time to figure out their own ideas or are required to
read the story to the parents.
It is remarkable that the degree of scaffolding provided is in reverse order to the
degree of children's competence. The more competent the children become, the less
scaffolding the parents provide. According to Bruner, 'these routines and their
adjustment provide an important site for language and cognitive development'
(Cameron 2001: 10). Moreover, in this language and cognitive development, Bruner
also mentioned the possible space for growth where children could develop the
23 A good example of scaffolding was shown with some features of the scaffolding American parents
provided for their children's task. The features consist of making the children interested in the task;
simplifying the task by breaking it into smaller steps; keeping the child on track while completing
the task by reminding about the goal of the task; pointing out what was important to do or showing
the child other ways of doing parts of tasks; controlling the child's frustration during the task; and
demonstrating an idealised version of the task (lbid).
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language competence by themselves, which is comparable to Vygotsky' Zone of
Proximal Development (ZPD).
In brief, Bruner's concept of LASS above proposed that language could bring in
'language development' (Brewster 1991: 3) and 'cognitive growth' (Cameron 2001: 8)
in children; however, it also depended on children's enthusiasm to social interaction
and language learning and support from adults and others. Thus, this idea of
scaffolding was applied with the classroom conversations between teachers and
learners (Cameron 2001: 8-9) to let teachers help children with appropriate
'scaffolding' at the right time. Regarding Bruner's concepts about children's learning
above, this research study aims to see how the teacher drew upon these early-years
learners' language development and cognitive growth, especially along the learners'
enthusiasm.
The aforementioned ideas about children's learning by these three key theorists,
Piaget, Vygotsky and Bruner, were used as the fundamental concepts to build on
understanding of these early-years learners' learning, in terms of child development,
learning theory and language development/child development as language learners.
2.2.2 Teaching Approaches in Classrom Language Use
In the aspect of language use, three teaching approaches, TBLT (Van den Branden et
al. 2009: 1), together with the natural approach (Krashen & Terrell 1988; and
Richards & Rodgers 2001: 178-191) and total physical response (Richards & Rodgers
2001: 73-80), are reviewed to build up the comprehension of how these early-years
learners' EFL learning has been implemented in the classroom practice. The first
approach resulted from the theories related to children's learning; whereas the other
two approaches were evidenced by the information gained from this research study, in
both language learning policy and language use areas.
2.2.2.1 Task-Based Language Teaching (TBL T)
Having been influenced by the concepts of Piaget, Vygotsky and Bruner about the
nature of how children, as active learners (Cameron 2001: 21), learn things through
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their interaction with support from others in their surrounding (Cameron 2001: 5;
Meadows 2006: 308; Brown et al. 1983 cited in Meadows 2006: 309; and Lantolf &
Thome 2007: 211), task-based language teaching (TBLT) was embedded into the
second language acquisition (SLA) (Van den Branden et al. 2009: I), especially of
young learners as in this study, as follows.
Task-based language teaching was first influenced by the increasing number of
studies in the area of first language (L I) acquisition, besides the developments in the
field of '(theoretical) linguistics', as a result of the increasing criticism on 'the basic
tenets of behaviorism' in 1960s (Van den Branden et al. 2009: 3-4). According to the
ideas derived from the studies on L1 acquisition processes, including the one by
Bruner (1978 cited in Van den Branden et al. 2009: 4), children are supposed to learn
their L1 'through participating in social interactions involving meaningful language
use'. This concept emphasises the social interactions in classroom activities which
are similar to the social interactions that language learners join in their real lives.
Thus, TBLT turned language learning from 'teacher-dominated, form-oriented second
language classroom practice' (Long & Norris 2000 cited in Van den Branden 2006: 1)
into 'more holistic, leamer-driven, and meaning-based activities' (Van den Branden
2009: 4). Later, some famous educationalists, like Dewey, Vygotsky and Freinet, and
some classroom interaction researchers such as Barnes, Britton and Torbe, Mehan and
Wells (Ibid), also proposed similar ideas about the use of 'holistic, challenging tasks'
that the learners 'would likely to encounter in real life', in order to stimulate the
development of learners' complex use of language, through having learners 'to work
together, and develop new insights and skills through exploratory talk and intensive
interaction' .
Tasks in TBLT (Ellis 2003: 2; and Seedhouse 1999: 149) are activities involving the
use of language which stimulate language development, especially L2 development
(Ellis 2003: 9 & 21), and focus on the activity outcome, according to the general
principle of TBLT: 'giving learners tasks to transact, rather than items to learn,
provides an environment which best promotes the natural language learning process'
(Foster 1999: 69). Consequently, Ellis (2003: 30) considered tasks to 'function as a
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useful device for planning a communicative curriculum, particularly in the contexts
where few opportunities would be available for more authentic communicative
experiences' as in foreign language (FL) learning contexts. These tasks, defined as
'functional tasks', require learners to exchange meanings and use the language in a
realistic way (Long 1985 and Prabhu 1987 cited in Vanden Branden 2006b: 1).
Moreover, learning along TBLT approach, learners are supposed to be 'active',
'taking on new task demands, acquiring complex skills at their own pace' and 'setting
a learning agenda' (Van den Branden 2009: 4), in order to implement tasks that are
coherent and relevant to themselves and also meaningful and purposeful for
themselves (Cameron 2001: 31).
Remarkably, Van den Branden's concept of learners' activeness in learning required
in task implementation (2009: 4) corresponds to Piaget's concept of children as
'active "sense-makers" who can 'adapt through experiences with objects in their
environment' (Cameron 2001: 4), as previously discussed in 2.2.1.1, or '(mentally)
active learners' (p. 21) who 'will try to find a meaning and purpose for activities that
are presented to them' (lbid). Moreover, Foster's general TBLT principles above
(1999: 69) about providing environment 'which best promotes the natural language
learning process' also aligns to the concepts relevant to children's learning by Piaget,
Vygotsky and Bruner, as reviewed in 2.2.1. Subject to Piaget, environment provides
children with 'the setting for development' (Cameron 2001: 5), especially mental
development, through their physical 'experiences with objects in their environment'
(p.4), or their actions. Likewise, environment, regarding Vygotsky (pp.5-6), also
plays a great role in children's learning and developing their cognitive ability, but
through their use of language (Cameron 2001: 5-6), not through their actions as Piaget
suggested. In line with Vygotsky, Bruner's concept of LASS also emphasises the
significance of environment and people in it whose help, labelled as 'scaffolding'
(Bruner 1985: 25; and Wood, Bruner and Ross 1976 cited in Cameron 2001: 8),
provides useful support to children's language learning (Brewster 1991: 3), while
children deal with the environment through language use, as reviewed in 2.2.1.3.
Regarding the coherence between the use of tasks and activities in TBLT and the
concepts of children's learning above, it is interesting to investigate whether and how
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TBLT draws upon learning among these EFL learners in their early childhood as in
this research study.
To implement TBLT, there are two major forms available, the strong form and the
weak form (Brewster & Ellis, with Girard 2002: 45). The strong form of TBLT,
according to Skehan (1998 cited in Brewster & Ellis, with Girard 2002: 45), tries to
promote communicative approach through I) the balance between accuracy and
fluency, and 2) learners' use of 'more authentic output (speaking or writing)" in a
public presentation. To implement the public presentation, learners are required to
perform each task in three major phases: the pre-task phase; the task phase; and the
after-task phase'".
Slightly different from the strong form, the weak form of TBLT, which suits young
learners more, is sometimes considered to be similar to 'activity-based learning' (lbid).
This TBLT weak form is defined with four major components, as follows. Firstly,
learners use the language for the purposes 'which go beyond merely practising the
language in order to learn it' (Ibid). Secondly, the context must be relevant to the
purpose for the language use (/bid). Thirdly, both the purposes and the context of the
language use enable learners to do something through language (Ibid). Fourthly, the
activity with the defined purposes produces the learning outcome (Ibid). With the
features of the weak form above suiting young learners more, this study explored how
the TBLT weak form could draw upon language learning.
2.2.2.2 The Natural Approach (NA)
The Natural Approach (NA) (Krashen & Terrell 1988; Richards & Rodgers 2001:
178-190; and Schiltz 2007) was first outlined with Tracy Terrell's 'the "naturalistic"
principles' (Richards & Rodgers 2001: 178) in SLA studies, and later elaborated with
24 In the pre-task phase, the particular language and procedures necessary for the task performance are
introduced to learners. So, learners are aware of the particular goal and the particular product of
learning required in the lesson, like 'making a safety poster'. In the task phase, learners are
required to perform the task, namely giving a presentation to the public. During this time. learners
are stimulated to be responsible for what they choose and present: 'they know why they are learning
certain language and ... what they are going to do with it' (pp. 45-46). In the after-task phase, or
'the language focus phase' (p. 46), the language used in the task is analysed with the focus on
accuracy (p. 45) and comments with 'specific advice and guidance about this language' (p. 46).
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Stephen Krashen's SLA theory. With the concept of '''traditional'' approaches' to
language teaching' (lbid), NA emphasises the 'naturalistic' (Krashen & Terrell 1988:
7) acquisition of the learned language through communication with native speakers
without the help of the learner's LI (Ibid: 18&58; and Richards & Rodgers 2001:
181&184). However, unlike the Communicative Language Teaching, NA does not
focus on a language theory but suggests the techniques of teaching with 'the primacy
of meaning' (p.180) in messages, or 'comprehensible input' (p.l82) with little focus
on grammar and form, and classroom language acquisition instead of language
learning, as specified in the Acquisition-Learning Hypothesis (Krashen & Terrell
1988: 26-27&58). This hypothesis proposes language acquisition as 'an unconscious
process' with 'naturalistic development of language proficiency through
understanding [...J and [...J using language for meaningful communication' (Richards
& Rodgers 1988: 181). This also partly corresponds to the concept of language input,
or exposure to the language (p.182), in the Input Hypothesis, which proposes
language development in stages by providing the learners with the input with the
grammatical structures beyond his/her present level, "'1+ 1", (p.I80). However, this
input can become comprehensible with the help of appropriate 'context and extra-
linguistic information', like visual aids (p.l82) or simplified speech (Krashen &
Terrell 1988: 32). In language acquisition, this language input is more emphasised
than practice (Richards & Rodgers 2001: 179), or language output. Thus, the oral and
written learning outcome derived from this acquisition is first supposed to be
'incomplete' and to 'contain many errors' (Krashen & Terrell 1988: 58). In this
research study, these concepts of acquisition were also reflected in this EFL
instruction through the way the teacher encouraged these young learners to develop
English proficiency by using the language as the only medium of instruction to
communicate with herself as a native speaker, as discussed further in Chapter 4.
Moreover, the Natural Order Hypothesis in NA also supports the concept of language
acquisition by pinpointing the different orders between first-and second-language
acquisition and between adults' and children's acquisition, and the natural order of
grammatical morphemes in children's second language acquisition (p.29). Likewise,
the Affective Filter Hypothesis in NA also proposes the serious consideration of three
29
affective/attitudinal variables that affect to second language acquisition: motivation;
self-confidence; and anxiety (Richards & Rodgers 200 I: 183). The concepts about
these two hypotheses were also evidenced in this EFL instruction by the way the
teacher planned and implemented this EFL instruction, with her awareness of how
these young learners acquired this target language, as in Chapters 4 & 5.
2.2.2.3 Total Physical Response (TPR)
Total physical Response (TPR) (Richards & Rodgers 200 I: 73-80) is the language
teaching method developed by James Asher with the help of speech and action 'to
teach language through physical (motor) activity' (pp.73-74), according to the three
learning hypotheses: bio-program; brain lateralization; and reduction of stress.
However, only the first and the third hypotheses are reviewed here due to their
relevance to this research study. In terms of bio-program hypothesis, Asher proposed
three following beliefs as the 'optimal path for first and second language development'
(p.74):
I) children first develop listening before speaking competence, without
spontaneous imitation or products;
2) children first acquire listening comprehension through their physical reaction
to speech primarily directed to them as 'parental commands' (Ibid); and
3) children develop their speech 'naturally and effortlessly' (Ibid) out of the
aforementioned listening comprehension.
Consequently, this hypothesis suggests using listening exercises, together with
'physical movements', to first internalise the second-or foreign-language learner's
"'cognitive map" of the target language' before the learner could produce other skills,
like speaking (Ibid).
In terms of reduction of stress (affective filter) hypothesis, Asher suggested the focus
on 'meaning interpreted through movement, rather than on language forms studied in
the abstract', in the stress-free second or foreign language learning, which imitated the
'natural bio-program' for the first language acquisition (p.75). In practice, TPR
recommends the general objectives of teaching 'oral proficiency at the beginning level'
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with no specific objectives, depending on the learners' needs; the syllabus with the
primary focus on lexicon, followed by grammar, with a fixed number of items
introduced at a time; and the classroom activity with imperative drills to first elicit
learners' physical actions and activity, before conversational dialogues, role plays and
slide presentations (p.76). The learner, as a listener and performer, is supposed to
listen attentively to and respond physically to the commands provided by the teacher
who actively controls the classroom practice with 'detailed lesson plans' (p.76),
providing learners with opportunities for language exposure to internalise the
language. At the same time, the teacher should not provide too much corrective
feedback at the beginning or 'interrupt to correct errors' (/bid). Regarding teaching
materials, TPR first requires the use of 'voice, actions and gestures' in classroom
activities, prior to materials or realia later (p.77).
These two approaches, NA and TPR are based on 'comprehensible input' which have
been critiqued extensively over recent decades, most significantly perhaps by Swain
(1985), and Skehan (l998b). In this research study, the aforementioned concepts
were implemented as the EFL instruction with a focus on oral competence with the
priority in meaning which was elaborated as the learners' physical actions in class in
response to the teacher's commands. However, the application of TPR with the EFL
instruction in this study was also integrated with other teaching methods, like NA and
TBLT, as Asher recommended.
2.2.3 Classroom Context: Interaction in Learning
Considering the theories about children's learning and TBLT, interaction plays a great
role in children's first language acquisition (Ellis 2003: 69), as previously reviewed in
2.2.2, and also second language learning or acquisition, in a socially constructed way
(p.24). This idea of socially constructed learning through interaction aligns to the
concept of how language is learned through interaction in SeT, which 'analyses how
language learning takes place in a social context, involving action, reaction,
collaborative interaction, intersubjectivity, and mutually assisted performance'
(Lantolf 2006; Lantolf & Pavlenko 1995; Lantolf & Thorne 2006; van Geert 1994
cited in Ellis and Robinson 2008: 6). Regarding this, Magnan (2008: 349) also
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emphasised interaction as 'socially based notions of second language acquisition',
especially subject to sociocultural theory, in order to draw upon learning. Similarly,
Lieven and Tomasello also claimed that language acquisition was derived from
learners' experience while using the language (2008: 168), which implies interaction
and social construction in language learning.
'Children learn language from their language experiences-there is no other way.'
(Lieven and Tomasello 2008: 168)
'We argue that the child learns language from actual "'usage events," i.e. from
particular utterances in particular contexts, and builds up increasingly complex and
abstract linguistic representations from these.'
(Lieven and Tomasello 2008: 168)
However, the ideas of interaction discussed here involve both areas of second
language acquisition (SLA) and SeT which are slightly different in detail. In terms of
SLA, interaction, or 'the conversations that learners participate in' (Gass & Mackey
2007: 178), is claimed to playa great role in bringing comprehension in classroom,
especially the interaction between teachers and learners (Ibid; Ellis 1990; 1998 cited
in Walsh 2006: 20; Allwright 1984a: 159 cited in Walsh: 2006: 20; and Long 1996
cited in Ortega 2009: 60-61). To bring in classroom comprehension in SLA as
discussed above, learners are required 'to engage in interpersonal interaction' In
'reciprocal tasks' (Ellis 2003: 69), which are claimed as 'devices for generating
interaction involving L2 learners' (Ibid) to lead to acquisition later. This aligns to
Nunan's idea of 'two-way tasks' used in TBLT (1988: 84 cited in Seedhouse 1999:
153-154) which is also claimed to "'stimulate learners to mobilise all their linguistic
resources, and push their linguistic knowledge to the limit'".
To draw upon the comprehension of how interaction leads to SLA, Ellis suggested
considering two major relationships: one between task and language use; and one
between language use and language acquisition. The relationship between task and
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language use is clarified by the negotiation of meaning, communicative strategies'"
and communicative effectiveness 26 (Ellis 2003: 69) which all lead to language
acquisition (p.74). Among these three components, the negotiation of meaning is
much relevant to interaction. The negotiation of meaning can be done through two
ways of native-speakers' two actions (Long 1978 cited in Ibid: 70): modification of
input; and modification of interactional structure of the conversations. In modifying
input, grammar and vocabulary can be modified, whereas in modifying interactional
structure of the conversations, possible trouble in conversation can be avoided or
repaired". Through such the meaning negotiation, learners' comprehension of the
conversations can be bettered through interaction, either using the input that learners
can understand, called 'comprehensible input' or driving learners into the chances 'to
use the target accurately and concisely' called 'opportunities for pushed output' (p.72).
In this way, interaction obviously helps learners implement classroom performance,
especially in tasks, in language learning. Through this help of interaction in tasks,
learners' linguistic competence is expected to be 'stretched and challenged and
upgraded' (Seedhouse 1999: 153), in both written and spoken forms (p.156). So, with
interaction, the teacher's role in SLA was shifted from 'input orientation' (Ortega
2009: 60) to interaction orientation. In brief, interaction in SLA remarkably involves
learners' use of language, which is slightly different from interaction in SCT, as
discussed below.
In terms of SCT, interaction is partly similar to and partly different from SLA.
Similarly, SCT interaction is referred to as the actions between L2 learners and other
language users, like 'a teacher, a native speaker, or another learner' (Ellis 2003: 24),
that can help the learners to perform the language functions in L2 that they cannot
25 Communicative strategies are considered as 'speaker oriented' (Ellis 2003: 74) because they consist
of 'a form of self-help that did not have to engage the interlocutor's support for resolution' (Kasper
and Kellerman 1997: 2 cited in Ibid).
26 Communicative effectiveness is supposed to be affected by the extent to which task participants
dealt with the negotiation of meaning and made use of communication strategies. To study
communicative effectiveness, it is necessary to require an analysis of communicative outcome.
27 To avoid the conversational trouble, careful preparations can be done in advance, like
'relinquishing topic control to the learner, selecting salient topics, treating topics briefly, and
checking that the addressee has comprehended'. To repair the conversational trouble, some tactics,
like 'requesting clarification, confirming comprehension, and tolerating ambiguity', can be done.
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perfann by themselves. Likewise, regarding Bruner's idea following Vygotsky's
SCT, interaction aims to develop learners' 'linguistic performance' (Foley 1994: 101)
in the same way as SLA interaction as Nunan reviewed above.
However, interaction in SCT is different from interaction in SLA in the following
aspects. In the first aspect, interaction in SCT does not only help learners to perform
linguistic functions better, but also develops their way of thinking", as in Vygotsky's
process of internalisation (Cameron 2001: 7; Ellis 2003: 24; and Meadows 2006:
299). Through social interactions, internalisation adjusts, or mediates 29 social
functions, especially language functions, according to its 'semiotic systems', or
'systems of meaning' (Meadows 2006: 299). To achieve mediation, learners first deal
with each particular activity (Ellis 2009: 121) which is a particular 'social
institutionally determined' context (Lantolf & Appel 1994: 17), to do a particular
'action' along a particular goal (p.18), according to the particular meaning of that
action (p.19) with a particular means to carry out the action along with their own
interpretation, as in Activity Theory (Lantolf & Appel 1994: 16-22). Having
interacted with others in such a sociocultural context, learners are first stimulated to
think about their L2 functions.
Later, learners apply the information from interacting with others in the 'other-
regulation' stage (Ellis 2003: 177) to the development of their thinking so as to
perform the language function on their own in the 'self-regulation' stage. During this
process, learners also gain their 'cognitive abilities and capacities' (Meadows 2006:
296), like 'self-consciousness and self-concept' and 'cognitive consciousness and
competence' (p.299) which Vygotsky considered as one of 'self-regulatory (originally
italicised) mechanisms' used for solving problems (Lantolf & Appel 1994: 3), called
28 See Appendix 11 for further detail.
29 Vygotsky proposed that mediation could be aroused by 1) 'the use of some material tool' such as a
tied knot, 2) 'interaction with another person' or 3) 'the use of symbols' such as language (Ellis
2003: 175-176). Among these three variables that bring in mediation, language is considered as the
most effective symbol to bring in mediation. In sociocultural SLA, language is learned with two
main purposes: to develop the tool to mediate learning; and to develop itself as the learned object
(Ibid).
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'rnetacognition', and also controlling some mental activities, like 'attention, planning
and problem-solving' (Ellis 2003: 175).
In the second aspect, since SCT also believes to modify and reorganise an individual's
'genetically endowed capacities' (Ellis 2003: 175) into 'higher order forms' through
social activity, two major concepts related to how learning occurs through interaction
emerge here. Firstly, interaction in SCT enables learners to develop learners' learning
from their actual level to the potential levels with the help of others in the context, as
in Vygotsky's ZPD (Ellis 2003: 179). Such concepts about interaction align with
Morrow's suggestions regarding children's learning that young learners' literacy
development should be done by having children 'encouraged to be actively involved
in learning with other children, with materials and with the teacher' (1989: 3), and
that 'during their[children's] literacy experiences children must interact within a
social context so that they can share information and learn from each other' (p.2).
Secondly, learners' development of learning is not an individualistic phenomenon that
just takes place through classroom interaction alone but also results from the 'close
and complex relationship between external social processes and internal
psychological ones' (Meadows 2006: 299) which mean the processes about learners'
behaviours and thoughts. Consequently, the concept of interaction in SCT underlying
this study regards how it helped these early-years learners perform linguistic
functions better and develop their way of thinking, as in the first aspect; and how
these early-years learners developed their learning from their actual level to the
potential level with the support from others, especially from their teacher in classroom
language practice, and also how these learners' learning were affected by the
relationship between their social processes and the processes related to their own
behaviours and thoughts, as in the second aspect.
2.3. Review of Relevant Empirical Studies
In addition to the theoretical framework underlying this study in the previous section,
this chapter provides the review of previous empirical studies in the four focussed
areas relevant to EFLIESL instruction to early-years learners, as follows.
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• Teaching English to young learners (TEYL)
• Task-based language teaching (TBLT)
• Interaction in SCT
• Use of EMI
2.3.1 Studies on Teaching English to Young Learners (TEYL)
As a result of its significance around the world, English has also played a greater role
in young learners' education (Nunan 2003: 591) under the terms teaching English to
young learners (TEYL) for at least around two decades (Brewster, Ellis and Girard
2002: I). In the global level (lbid), a survey of teaching English to young children
convinced educationists about the need for English as a foreign or second language at
primary level. These educationists' attempts to promote TEYL were found at
www.britishcouncil.orglenglishleyl/index.htm. Likewise, the interview with Tom
McArthur, Editor of English Today and the Oxford Companion to the English
Language, (Graddol et al. 1999: 4-5) also showed the need of English for children in
East Asian middle classes, which is similar to the apparent need of English in Greece
and Taiwan (Brewster & Ellis with Girard 2002: 2), as evidenced by the expansion of
private schools for English in the primary and secondary levels. The attendance at
these private schools was supposed to be 'a head start for children' in learning English.
This need was usually initiated by the parents who considered English as an access to
economic, cultural and educational benefits, similar to the demand of TEYL in
Carmel's study (2007: iii) which was claimed to be the identity of marker forced by
the social, ideological and political rather than pedagogical concerns. This implies the
strong demand of English proficiency in the society.
With such demand for TEYL resulting in its arrangements spread around the world
(Gika & Superfine 1998: 5; Cameron 2003: 105), some concerns about TEYL were
raised by Moon and Nikolov (2000: 11) and Cameron (2003: 105). Moon and Nikolov
(2000: 11) called for more empirical research showing 'how and to what level early-
years learners develop foreign language proficiency' in particular contexts and also
'how realistic the aims of the curricular innovation for the EFL instruction to early-
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years learners were'. Cameron (2003: 105) suggested taking the expansion ofTEYL
into serious consideration for it would also have 'knock-on effects for the rest of ELT'
which mean the influences from the learners' very first experiences in learning
English that may affect to their study in the higher level, like the secondary level.
To respond to Moon and Nikolov's concern above, some studies camparable to this
studies, like the ones by Farkasova and Biskupicova (2000) and Coyle and Verdu
(2000), presented certain findings which implied possibility of TEYL with slightly
different details, as in Appendix 18 30. In the former study, Farkasova and
Biskupicova (2000: 121-136) investigated the introduction of English to First Grade
pupils in Slovakia with 48 pupils in 6 FL classes in Grade 1, with the research
methods of psychologically testing and questionnaires. Some findings, like the
connection between classroom performance and non-verbal communication and the
parent support, aligned to the findings of this current study. Moreover, some details
about the classroom aspects suggested in the study by Farkasova and Biskupicova
such as techniques, materials, classroom and syllabuses were also interesting. These
suggestions consist of 1) demonstrating 'realia3l, with 'size, quality and taste' through
the use of toys and objects; 2) using various techniques to fulfil the learners' need in
class (p.132), regarding children's shorter concentration than older learners; 3)
organising the language classroom in the way that facilitates learning; and 4)
providing the topics in the syllabuses that are relevant to children32, like 'the child, the
body ... animals' (p.l33). Such suggestions above hint that the details of these
classroom aspects playa great role in facilitating these young learners' learning.
In the latter study on teaching strategies for TEYL classroom, Coyle and Verdu (2000:
257-294) investigated children's learning through their teacher's help, in an
exploratory study of a group of 8-year-old beginners of English with classroom
observations in two consecutive academic years. This study presents another
30 The brief information of these empirical studies was tabulated in Appendix 18.
31 Realia is considered in the field of education as 'objects from real life used in classroom instruction
by educators to improve students' understanding of other cultures and real life situations' (Source:
http://en.wikipedia.orglwiki/Realia_(education)). Realia is often employed to associate the words
for the objects and the objects.
32 See Appendix 18.
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possibility of TEYL along with teacher support to young learners' construction of
knowledge. This study illustrates an alternative way of knowledge construction in
TEYL, regarding the correspondence between the learners' learning development and
their need, the coherence with the learners' previous knowledge, and the provision of
rich linguistic contexts and routine expressions and intensive scaffoldings for the
learners to retain FL use. With such findings, this study emphasises the significance
of teacher performance in gearing up young learners' foreign language learning in
spite of their little skills, which can also be implied to the TEYL area.
With such suggestions proposed in these two studies, together with Moon and
Nikolov's inquiry above and Akcan's recommendation of offering meaningful and
interactive literacy-based activities to young learners to promote second language
development (2005: 359-364), it is noticeable that the two areas of learning contexts
and teacher performance above really playa great role in TEYL. So, this enables this
current study to remain its focus on these two areas. Meanwhile, this also implies a
gap these two studies have not filled, like the information about how learner
performance may influence TEYL. Consequently, this current study also aims to
shed light on learner performance to find out whether it can promote teaching and
learning in TEYL, as learning contexts and teacher performance do, or not. To
achieve this with profound understanding of the three areas in TEYL overview, the
case study was used as the research strategy to search for in-depth information, or soft
data, in these three areas and also to acquire some sensible explanations to respond to
Cameron's precaution against serious and unpleasant effects of TEYL on ELT in
other levels, as mentioned above.
Another study which slightly involves TEYL is Carmel's (2007), which investigated
the trend for English For young learners (EYL) in Grades 1 and 2 in Israel, with
critical discourse analysis of 33 in-depth semi-structured interviews with parents,
teachers, position holders and pupils and of samples of texts. This study revealed that
EYL promotion was more socially, ideologically and politically than pedagogically
influenced. In other words, English proficiency became learners' identity marker.
This study shows the influence of community upon TEYL. Thus, all influences from
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the learners' community, like the ones from parents, teachers and peers should be
taken into consideration in this study, as significant variables to TEYL.
In the particular context ofTEYL in Thailand, merely Toncharoen's study (2010) on
the development and trends of teacher education curriculum for early childhood
education in Thailand was considered as relevant to EFL instruction to these early-
years learners in the kindergarten level as focussed in this research study, however,
merely to the limited extent. This study first investigated the development of teacher
education program with document reviews and later the trend of the program for early
childhood education with Delphi Technique through 18 experts' opinions. So, this
study just focussed on the development of early childhood curriculum in general and
did not talk about any details about EFL teaching and learning processes at all. Most
of the studies involving EFL found in Thailand were relevant to EFL but not in the
kindergarten level as in the current study.
2.3.2 Studies on Task-Based Language Teaching (TBLT)
The issue of TBLT has been controversial so far. On one hand, TBLT is claimed not
to be useful for young learners (Duran and Ramaut 2006: 47; and Carless 2008: 331)33.
On the other hand, TBLT is claimed to be possible for young learners (Brewster 1991:
2-3; Foster 1999: 69; Willis 1996: 118; and Cameron 2001: 310). As a result, there is
no doubt why there are few studies on application of TBLT with early-years learners,
as follows'".
In Szpotowicz's study (2000: 360-373), the way young learners learned vocabulary
was investigated with the experiment of teaching words in 3 groups of 6 lexical items
to seven-year-old pupils in Grade 1 in the Polish primary school. The findings
revealed that tasks were mentioned as the tool some attentive 7-year-old learners used
33 TBLT is claimed not to be useful for young learners (Duran and Ramaut 2006: 47), with I) the
evidence from many studies applying TBLT with 'highly qualified students at intermediate stages
of second language development', 2) teachers' belief that language input for task-based activities
was 'too complex for absolute beginners, and 3) the belief that 'absolute beginners are thought to
lack the basic speaking skills needed to exchange information, negotiate meaning or scaffold each
others' language output'. Carless (2008: 331) also claimed TBLT to suit young adult learners more
than young learners.
34 See Appendix 18 for further information.
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with achievement in learning, whereas learners who did not concentrate on tasks
showed poor performance (p. 371). So, this study emphasises the significance of
these early-years learners' use of tasks to facilitating their own learning. In brief, the
TBLT use in this study proceeds in the same direction as the current study, especially
in terms of learner age.
Likewise, Coyle and Verdu's study (2000: 257-294), as previously mentioned in 2.3.1,
investigated children's learning through the teachers' help. This study (pp.261-262)
recommended that the teachers use the weak form of TBLT (Brewster & Ellis with
Girard 2002: 45) to help these young learners relate their knowledge from each lesson
to their task performance, which also promotes the learners' own autonomy to some
degree. So, this study remarkably supports the teacher's use of TBLT to facilitate
young learners' learning, as previously reviewed in 2.2.2.1.
Subject to these two studies, TBLT was found to playa great role in promoting young
learners' learning even with different focuses, especially in the latter one in which the
use of tasks was linked with the learners' cognitive development to promote the
learners' language use with autonomy.
In contrast, Carless's study (2008) on student use of Ll in the task-based classroom
with 10 teacher interviews and lO teacher educator interviews revealed that TBLT use
did not promote the learners' L2 use but increased their L 1 use in spite of the teachers'
motivation, instead. Such contradictory findings about TBLT use in these three
studies enable a careful investigation through in-depth information in this research
study to explain whether and how TBLT was used to build up these early-years
learners' learning in this particular context, especially with their limited
communication skills, both in general and in the target language, according to Duran
and Ramaut (2006: 47) and Carless (2008: 331).
2.3.3 Studies on Interaction in Learning according to SeT
In terms of interaction with others to draw upon learning according to the
sociocultural theory (SCT), some interesting issues emerged from the three following
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studies related to TEYL. Firstly, Farkasova and Biskupicova (2000) also mentioned
learners' interaction with both home and school in their study on English-language
teaching to Grade 1 classes in Slovakia, with the psychological tests and
questionnaires sent to parents, as previously reviewed in 2.3.1. In this study, the
learners were motivated to use the target language through parent support (pp.130-131)
and through teacher support with the combination between verbal and non-verbal
communication and classroom techniques used in the aspects of learning contexts,
materials, classroom organisation and syllabuses (pp.132-134). Such learning in this
study seemed to be constructed by the learners' interaction with their environment,
which corresponds to SCT.
Secondly, Azuara and Reyes (2011) also mentioned learner interaction with home and
school to draw upon literacy in Spanish in their study on a Mayan girl's learning
through a case study. This learner's practice of writing was constructed by both LI,
Maya, and its culture gained from home and L2, Spanish, formally instructed at
school. This learner used her Ll in both performing the writing task, 'as a cognitive
tool', and adjusting, or mediating, the concepts between herself and her cousins', 'as a
social tool' (Vygotsky 1978 cited in Ibid: 191). Thus, this study illustrates a
particular case of how learner interaction with the surrounding, like home and school,
can build on learning according to SCT, as previously reviewed in 2.2.3. This
pinpointed the interesting issue of learners' interaction with home that was usually
ignored, as once commented in the area of early childhood education by Suvannathat
and Passornsiri (1992: 184).
In the studies by Coyle and Verdu (2000) and Williams (2000), the interaction with
teachers was implicitly suggested to promote FL learning in children, with some
slight differences from the interaction with home above. Coyle and Verda's
exploratory study on teaching strategies used with 8-year-old beginners of English
2000: 257-294), as previously mentioned in 2.3.1 and 2.3.2, proposed some
interesting elements of children's learning through interaction with their teacher:
1) 'meaningful connections with the children's previous knowledge'; 2) 'rich,
contextualized linguistic input at the level of discourse', together with 'the consistent
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use of intersystemic support 35, and the use of 'routine expressions'; and 3)
encouragement of learners' active participation into classroom discourse with
accurate models (2000: 289-290). In terms of linguistic input above, the learners'
interaction with teachers can depend on meaning and transfer between components of
language. This emphasises the coherence between the meaningful information in
learner interaction and the learners' learning. Meanwhile, Williams's qualitative
study on the language used by experienced primary-school teachers (2000: 233-256)
suggested the use of repetition to reinforce young learners' learning. The data about
the repetition use were collected in terms of forms, functions and possible
implications on classroom discourse. The study findings revealed that the use of
repetition was supposed to help decrease the use of L I in class in the long term
(p.254), which also implied the promoted use of L2. This concept of repetition
corresponds to Krashen's concept of repetition under the 'spiral learning approach'
(Krashen & Terrell 1988: 60) in the Natural Approach to promote both learning and
L2 use. As reviewed in the previous empirical studies above, it is challenging to
investigate in-depth how interaction was used with various aspects and components,
as reviewed above, to promote learning and L2 use in the particular context of this
current study.
2.3.4 Studies on Use of English as a Medium of Instruction (EMI)
The use of EMI is not less controversial than the aforementioned issue of TBLT, with
different directions of how it is employed, especially in the area of TEYL. This
probably results from the limited knowledge and skills most early-years learners
possess in their learning contexts. So, the following empirical studies were selected
to propose some significant issues relevant to EMI use with young learners, as follows.
In the studies by Nakayama (2002), Kiely and Rea-Dickins (2005) and Carless
(2008)36, the EMI uses were quite critical. Kiely and Rea-Dickins's study on
evaluation of native speaker teachers' contribution (2005: 132), which was conducted
35 This 'intersystemic support' (Coyle and Verdu 2000: 290) is referred to the support through the
'combination of extralinguistic, gestural and discursive strategies' (p.2S9).
36 See Appendix IS.
42
with 3 groups of secondary school pupils in both quantitative approach with Hong
Kong Attainment Test (HKAT) and qualitative approach with two sets of self-reports
of pupil attitude and reporting protocols, claimed that the use of EMI did not really
promote learners' exposure to English language learning but even increased the pupils'
use of L I in class, instead. However, some details involving the EMI use in this study
are quite different from the EMI use in the current study, like the learners' older age
and the more complex language and meanings in the secondary level in Kiely and
Rea-Dickins' study. This raised some doubts in the use of EMI in the current study
and consequently became challenging to find out whether the use of EMI in a
different level with younger learners and the less complex language and meanings, as
in the current study, would bring the same result.
Similarly, Nakayama (2002) and Carless's (2008) studies also claimed the decreased
use of English, the target language, as a result of 'lack of confidence', 'limited
opportunities', 'peer pressure and resistance to speaking in a foreign tongue' and
'pupils' misbehaviour' (Nakayama 2002: 207; and Carless 2008: 332). In her study
on factor affecting target language use in the classroom, Nakayama (2002)
investigated the problems with the target language use faced by 172 non-native
English-speaking teachers (115 female and 57 male teachers), with the questionnaire
comprising 41 discrete items rated on the four-point Likert scale, with an open space
for respondents' further opinion. Besides, Carless also implied in his study (2008:
331-396) on student use ofLl in the task-based classroom, with the details as in 2.3.2,
that the use of EMI, or 'MT,37 (2008: 332) also did not facilitate the application of
TBLT in spite of the teachers' motivation, as evidenced by the data from the semi-
structured interviews with teachers. In line with Carless, Nakayama (2002: 213)
viewed that 'exclusive use of it [the target language] in classroom practice tends to be
idealistic'. This implies the hopeless use of EMI among these young learners.
The aforementioned arguments about EMI use with young learners above are quite
different from Franklin (1990 cited in Ibid) and Macaro's (1995 cited in Ibid), who
37 'MT' here is referred to the mother tongue (Carless 2008: 331), which is supposed to be Cantonese
in this study.
43
claimed the pupils' young age facilitated the teacher's adoption of the language, for
'younger pupils regard the foreign language as means of communication.' Moreover,
Williams (2000) also suggested, in her study on repetition in teacher language, as
reviewed in 2.3.3, that repetition was used as a form of teacher feedback and as
reinforcement to help decrease the use of L I, which also implies the promoted use of
L2. With such controversial debates on the issues involving the EMI use, this current
study, which also investigated the EFL instructional program with EMI, also aimed to
investigate with in-depth information to find out whether and how the use of EMI
would be practical, especially with regards to other components of teaching and
learning in this learning context.
2.4 Summary
The investigation of this research study is based on the relevant principles involving I)
the theories about children's learning, 2) the concepts of TBLT, NA and TPR, and 3)
the relevant theories in sociocultural theory (SeT), like interaction in learning, in the
theoretical framework. Besides, this study was also considered along the reviews of
relevant empirical studies in the area of EFLIESL instruction to early-years learners
which is sometimes considered as part of teaching English to young learners (TEYL).
The relevant empirical studies were reviewed in four major areas of TEYL, TBLT,
interaction in learning according to SeT and the use of EMI. These four relevant
issues were reviewed as controversial issues with various aspects worth considering,
especially in the area of EFL instruction to early-years learners. As a result, this study
was anticipated to fill some gaps discovered in these previous studies at least to some
extent, for the sake of the relevant areas of studies, like TEYL, teaching English to





This chapter describes the research methodology of this study on EFL instruction to
early-years learners in a Thai primary school. The methodological framework is first
drawn upon by the study context, with the overview of research setting and research
questions, in 3.2, followed by discussions of the research paradigm in the study
position in 3.3, the research design in 3.4, and the processes of data collection and
analysis in 3.5 and 3.6, respectively.
3.2 Context of Study: Research Setting and Research Questions
To perceive how the research study was developed, it is necessary first to consider the
context of study. The context of this study is presented with details of this particular
research setting in 3.2.1 and four major research questions in 3.2.2.
3.2.1 Research setting
According to Holliday (2002: 37), an important task at the beginning of conducting a
research study is 'establishing the research setting' by specifying 'where, when and
with whom the research will take place'. This research study was set up in the area of
EFL instruction in Thailand, where teaching and learning are conducted in a non-
native context called the Expanding Circ/e38 (Kachru 1985: 12 cited in McKay &
Bokhorst-Heng 2008: 29). Due to the awareness of the significance of English along
two factors: global spread of English (Ferguson 2006: 6-8); and demandfor an access
to knowledge (Piamwattanasup 2001: 11-12), EFL teaching and learning became
promoted in the Thai educational system, through the introduction of various forms of
English instruction in all levels of education, from kindergarten level to tertiary level
38 According to Kachru (1985: 12 cited in McKay &Bokhorst-Heng 2008: 29), the Expanding Circle
is the area where English is widely studied as a foreign language.
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(Ministry of Education 2006: 1), like bilingual programmes, international
programmes'? (Chuaychoowong 2010: 17), child-centered instruction, instructions of
English to early-years learners and learners at primary level and etc.
In addition, with the interesting claim that young learners have some better
characteristics that facilitate language learning than adults do (Morrow 1989; Spolky
1989 cited in Long 2007; Brumfit 1991; Cameron 2001; VanPatten and Williams
2007; and Hazneda and Gavruseva 2008 cited in Lakshmanan 2009), as previously
discussed in 1.2, together with the theories about children's learning by Piaget,
Vygotsky and Bruner's in 2.2.1, this current study aimed to examine children's EFL
learning at introductory level. With a strong intention to make the most sense of the
learning situation, this study was set up in a naturalistic setting of the pilot EFL
program in Kindergarten 3 Level of a demonstration primary school4o under a public
university in Thailand renowned for its expertise in early childhood education. The
in-depth information from qualitative or 'soft' data (Bogdan & Biklen 2003: 2) was
gained from 233 participants (1 teacher, 213 learners and 19 parents) through three
kinds of research instruments, namely document reviews, observations and interviews.
This demonstration primary school was established with the same purposes as other
demonstration schools, namely to partly train the students in the Faculty of Education
of the aforementioned university as prospective teachers and to partly serve as a
platform for experimenting with instruction in terms of pedagogical theories and
principles and methodology in real classroom practice. This school is expert in the
area of early childhood education, especially with Froebel and Montessori's concepts
of getting children ready before learning (Toncharoen 2010: 74; Ruamkid 1996 cited
in Ibid: 84), and also renowned as the first source of training 'early childhood
education' teachers in Thailand (Toncharoen 2010: 74).
39 International programmes are defined as the programmes which are 'taught in English' and
'combine other activities such as the integration of international aspects in the development of
curriculum or the exchange of staff and students through international cooperations'
(Chuaychoowong 2010: 17).
40 Since this demonstration school merely offers education in the primary level, it is thus labelled as a
'demonstration primary school'.
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As a result of all general educational policies related to English language teaching
(ELT) in Thailand (Ministry of Education 2006: I; Piamwattanasap 2001: 11-12;
Ministry of Education 2010) and this school's expertise in early childhood education
(Toncharoen 2010: 74), this pilot program was first launched with the intention to
improve Thai pupils' English proficiency through the provision of EFL instruction to
learners at the stage of their readiness, namely in Kindergarten 3 Level (Office of The
Basic Education Commission. n.d.: 30 & 35; and Ministry of Education 201Ia). This
EFL instruction was delivered by an English-speaking female teacher to 213 Thai
early-years learners aged 5-6 in 7 classes in Kindergarten 3, using English (L2) as the
only medium of instruction. Most of these pupils had no exposure to formal
instructions of English prior to this EFL program and limited to communicative skills
in both their L1 and the target language, English. With such interesting details of this
pilot program, this study aims to investigate how this EFL instruction in early
childhood education was practically formulated and implemented with these early-
years learners in this pilot program, especially in terms of language learning policy
and language use.
3.2.2 Research Questions
Research questions were set up with the following details to identify the investigation:
RQ I: What is the focus of the planned English curriculum for these early-years
learners in this Thai school?
In terms of curricular focus, the concepts underlying the general policy of this EFL
instructional program were investigated at two levels, first as 'policy issues' in the
language policy formulation level, and later as 'curricular focuses' in three areas
(notions of literacy, components of instruction and features of lesson contents) in the
language policy implementation level. However, the process of how these concepts
were derived would be later illustrated in the background of language learning policy
in Chapter 4.
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RQ2: How do the classroom activities constitute language learning opportunities
for the learners?
Classroom activities generally play a great role in providing learners with
opportunities to learn a language with the development of language skills (Cameron
2001: 21), especially when the activities are arranged according to the curriculum, or
a plan implemented along the language learning policy. So, the components of
classroom activities in this study were carefully considered regarding their effects on
learners' learning.
RQ3: Do the teacher's classroom performance and prevailing concepts about
language teaching support her learners' learning of English in this Thai
school?
Teachers (Osborn, McNess & Broadfoot 2005: 12-13) are considered as having
potential for combining general learning policies with their real practice, especially
with their 'creative mediation'. In terms of sociocultural theory, teachers are also
assumed to help learners to learn, as one out of four kinds of help from others",
besides parents, experts and peers, as proposed by Tharp and Gallimore's 'four-stage
model of learning'Y (2005: 256-257), which is the elaboration of Vygotsky's idea of
SCT. So, this research question aims to investigate how this native-speaking English
teacher influenced her learners' learning in class, according to the concepts
underlying her performance, especially the ones which are relevant to TBLT and SCT.
RQ4: In what ways do learners' classroom performance and characteristics
promote and impede their learning of English in this Thai school?
Since early-years learners are generally supposed to actively construct meaning 'from
their experiences in the world' (Cameron 2001: 38), this study also aims to find out
41 Tharp and Gallimore (2005: 257) proposed the assistance from more capable people than the
learners in four groups: parents; teachers; experts and peers.
42 The four stages consist of assistance provided by more capable others; assistance provided by the
self; internalization, automatization, 'fossilization'; and de-automatization: recursiveness through
prior stages (lbid).
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how these learners actively constructed meaning from their learning experiences in
the learning context, especially subject to social-constructivist or constructionist
approaches" (van Lier 2000: 254), and how their characteristics affected this meaning
construction, especially along the SCT concepts, like interaction and ZPD.
3.3. Position of Research Study: Research Paradigm
A research paradigm, as 'a network of coherent ideas about the nature of the world
and of the functions of researchers' that 'conditions the patterns of their thinking and
underpins their research actions' (Bassey 2005: 37), is always used to identify the
position of each research study. To consider the research paradigm, the components
of ontology, epistemology and methodology are always involved. Firstly, ontology, or
the concept of the existence of the world and how it exists" (Clough & Nutbrown
2003: 30; and Burton & Bartlett 2009: 16), always influences the fundamental
concepts of each particular study (Bassey 2005: 37). However, this concept varies
with the researcher of each study, as specified in Mertens's concept of researcher's
view of the world (1998: 160). Secondly, epistemology, or the concept of what
'legitimate knowledge' (Burton & Barlett 2009: 17) is and how knowledge is
comprehended (Ibid; Usher 1996: 11; and Clough & Nutbrown 2003: 30), also has an
effect on the way the research is conducted. The ontology and epistemology are
considered as 'specialist complex and profound fields of enquiry' (Clough &
Nutbrown 2003: 30), both philosophically and empirically. The connection of these
two components generally leads to the attempts to search for knowledge (Burton &
Barlett 2009: 17). So, the third component, methodology, or the way to acquire
knowledge in a particular context of research study (Mertens 1998: 6; and Clough &
Nutbrown 2003: 22), plays a significant role in each research study, such as showing
43 According to van Lier (2001: 254), a lot of researchers considered that context played a great role in
development and learning. However, this concept led to a debate between the cognitive perspective
and 'situasive (or contextualized)' perspective (Greeno 1997 cited in Ibid). The former which
focuses on the 'computational processes' in the brain is defined as 'constructivist, Piagetian, or neo-
Piagetian approaches; whereas the latter which emphasises 'social and other contextual processes'
is defined as 'social-constructivist or constructionist approaches', as in 'Bahktin's dialogical view
of language, Vygotsky's sociocultural theory, and the various manifestations of ecological theory'.
which, anyway, also accepts the cognitive perspective (Ibid).
44 Lincoln and Guba (1985: 37) defined 'ontology' as 'the nature of reality'.
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how research questions are used to acquire knowledge in the real research setting, and
also explains why there are certain components in each particular research study
(Clough & Nutbrown 2003: 22). Consequently, the three concepts above should be
first clarified before conducting a research study (Burton & Barlett 2009: 17), as
suggested by Guba and Lincoln's questions involving the research paradigm (1994
cited in Mertens 1998: 6)45and Bogdan and Biklen (2003: 22), Bassey (2005: 37) and
Holliday's (2009: 5) definitions of research paradigm which all propose the coherence
between researchers' ideas and all actions in their research studies.
Subject to the relevant concepts above and the criteria of research paradigm defined
by Usher (1996: 12-14), Bassey (2005: 37-39) and Burton and Bartlett (2009: 18-21),
this research study mainly involved the naturalistic/hermeneutic/interpretive
paradigm'", as specified in the following details.
In ontological terms, the naturalistic/hermeneutic/interpretive paradigm insists that
there is no objective reality existing regardless of people (Bassey 2005: 38; and
Burton & Bartlett 2009: 18-21), for reality is constructed by people's minds (Lincoln
& Guba 1985: 37; and Bassey 2005: 38). Since this study set out to investigate the
reality of the EFL instruction to early-years learners through the researcher's
description and interpretation of qualitative or 'soft' data (Bogdan & Biklen 2003: 2)
in a natural setting, the reality targeted in this study did not always exist in the same
way but varied with the researcher's ideas, beliefs and attitudes which Bassey (2005:
38) labelled as 'perception, in interpretation and in language'. In other words, the
reality here was quite subjective and varied along the way of interpretation, or
'herrneneutics,47 (lbid), as in the naturalistic/hermeneutic/ interpretive paradigm.
45 'I. The ontological question asks, What is the nature of reality? 2. The epistemological question
asks, What is the nature of knowledge and the relationship between the knower and the would-be
known? 3. The methodological question asks, How can the knower go about obtaining the desired
knowledge and understandings? . (1994 cited in Mertens 1998: 6).
46 Lincoln and Guba (1985: 36-37) labelled this paradigm as 'naturalist/naturalistic paradigm'.
47 Bassey (2005: 38) defined the term hermeneutics as 'the art of interpretation'. With interpretation
as 'a search for deep perspectives on particular events and for theoretical insights' (Ibid), an
interpretive study shows possibilities, not certainties.
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However, the reality in this study remarkably consisted of some features worth
considering, as follows. Firstly, through the use of observations as a kind of research
instrument, the reality here partly accepted the positivist ontological concept of 'there
being a reality "out there'" (Ibid) to some extent, as evidenced by the presentation of
reality through some clear and concrete evidence, like visual images and verbal
expressions. Meanwhile, in spite of its apparent rigidity and concreteness which
could lead other researchers to the same conclusion (Ibid: 37), such evidence was
previously considered and interpreted as meaningful according to the researcher's
perception before being presented as the intended reality. So, the reality presented
here was less relevant to positivism but more to interpretivism (Ibid: 38). Secondly,
with the nature of the qualitative or 'soft' data in this study, the reality of this study
gained from the observations with the researcher performing as an outsider which
seems objective, was, in fact, quite subjective. This resulted from the researcher's
personal perception implicitly and unconsciously included in her description and
interpretation of the qualitative or 'soft' data which needed to be processed before
being presented as the study phenomena. So, the reality gained from this study will
never be fixed or appear the same if it is conducted by other researchers, but varies
with each researcher's perception shown in his/her description and interpretation.
The features of reality above, as also found in other social-science studies, really need
full and clear explanations to tum the reality into the 'legitimate knowledge' (Burton
& Bartlett 2009: 17), besides the sole use of some concrete evidence, like visuals or
statistics, which is considered to merely 'indicate trends' (Ibid) or propose
'generalization' (Bassey 2005: 37; Usher 1996: 14) in a 'too general'(Usher 1996: 14)
way and ignore some in-depth details in research. Thus, the notion of knowledge, or
knowledge claims (espistemology), and means to acquire knowledge (methodology) in
this study were greatly influenced by the ontology, 'reality is a construct of the human
mind' (Bassey 2005: 38), of hermeneutic/interpretive paradigm (Usher 1996: 17),
which Thomas Kuhn claimed as basically involving history and culture (p.16).
Regarding hermeneutic/interpretive epistemology, 'knowledge is concerned not with
generalisation, prediction and control but with interpretation, meaning and
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illumination' (Usher 1996: 18), and interpretive epistemology, which tends to gain in-
depth understandings and 'theoretical insights' (Bassey 2005: 38) from naturalistic
data and 'individual accounts and biographies' and 'detailed descriptions' (Burton &
Bartlett 2009: 21) in the naturalistic paradigm, this study epistemologically focused
on the knowledge derived from in-depth understandings of and insights into this
particular EFL instruction through the research's detailed description and
interpretation of qualitative data. Consequently, the knowledge claim gained from
reality was not fixed or objective, but subjective to the researcher and the participants
as individuals and also socially-constructed along with the elements of their society,
as follows.
In terms of subjectivity to the researcher, the knowledge claims in this study varied
along the researcher's perception, as follows. Firstly, the researcher's perception was
included into the criteria used to define knowledge, as a result of the researcher's
attempt to make the most sense of the reality derived from concrete evidence, like
visual images and verbal expressions, instead of looking at it as it was (Usher 1996:
18; and Bassey 2005: 38) as in positivism. In this way, the knowledge claims were
derived from the theories grounded in the data collected from the study" (Burton &
Bartlett 2009: 22), subject to the researcher's beliefs (Usher 1996: 18; and Bassey
2005: 38). A good example is the knowledge claim about these learners' learning
through classroom interaction, as a result of the researcher's belief in interaction
according to SCT. So, even the concrete evidence with classroom interaction was
interpreted with the researcher's emphasis on SCT interaction, not interaction
according to other theories or other researchers. Secondly, the researcher's existence
in the research setting, even as a non-participant observer (Foster 2006: 73), could
affect the phenomena, namely reality and knowledge of this study. For example, the
study subjects, like the EFL teacher and learners, might perform differently from their
usual way (Ibid), with the researcher observing them (Bassey 2005: 38).
Consequently, the researcher's existence really affected the reality in this study and
would make it different from a similar study with another researcher's existence.
48 Burton and Bartlett claimed that this concept of "'grounded theory'" is derived from Glaser and
Strauss (1967).
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Then, this also influenced the knowledge claims which were drawn upon by the
researcher's understanding of reality.
In terms of subjectivity to the participants, the knowledge claims in this study also
varied with the participants' way of interpretation, as Burton and Bartlett (2009: 21)
and Bassey (2005: 38) proposed that participants chose to interact in social situations,
'according to how they interpret events'. So, if different participants had been
selected for this study, different performance would have resulted, which might have
led to different knowledge claims.
Besides subjectivity, social constructivism also influenced the knowledge claims in
this study through the interpretation of reality in both aspects of research study and
language teaching and learning. This corresponds to what Usher (1996: 18) and
Burton and Bartlett (2009: 21) suggested, 'all human action is meaningful and hence
has to be interpreted and understood within the context of social practices'; and that
norms and (social) values varied along people's interpretation of and responses to
particular conditions49 , respectively.
In the aspect of research study, the existence of knowledge was socially constructed in
the following aspects. Firstly, the researcher claimed knowledge of this study,
according to the social context of this research study, namely this research setting.
The researcher interacted, through seeing and hearing, with phenomena in this study
before interpreting them and making knowledge claims. Secondly, knowledge claims
in this study were also constructed by the researcher's social context. For example, as
a member of an academic community, like SeT research community, the researcher
interpreted the phenomena of this study regarding her prevailing concepts related to
SeT. So, the reality interpreted with more information, ideas and knowledge in SeT
resulted in knowledge claims emphasising SeT more than any other concepts.
Likewise, as a member of her living community, the researcher's interpretation might
also be influenced by some ideas and values existing in that community. Thirdly,
knowledge claims in this study were also influenced by elements of the research
49 This follows Weber's argument (cited in Burton and Bartlett 2009: 21) that 'actions must be seen as
meaningful at the level of interaction'.
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participants' society, both in learning, the classroom setting, and also in living, the
community, if possible. For instance, the researcher interpreted the phenomena in the
learning context, emphasising the participants' interaction with people and things in
class. In terms of living context, the researcher also considered the phenomena
regarding the relationship between the participants and their living context, or their
community, through the use of more information gained from other sources, like
interviews with the participants themselves or relevant people.
In the aspect of language teaching and learning as part of the research study, the
knowledge claims were also socially-constructed. A good example is the claim about
the learners' learning which was drawn upon by their interacting with their learning
community, or the teacher and their peers, in class. Without these people, this
learning might not have occurred. Meanwhile, the teacher's teaching was also
socially-constructed in the same way, namely through her interaction with the learners.
In line with the concepts of hermeneutic/interpretive/naturalistic ontology and
epistemology above, the methodology of this study tended to acquire knowledge from
the interpretation of 'qualitative' (Bassey 2005: 38; Burton & Bartlett 2009: 21) or
'soft' data that are rich in description (Bogdan & Biklen 2007: 2) collected through
the methods that 'allow the situation to be as "normal" as possible, like 'informal
interviews and observations' (Burton & Bartlett 2009: 21), as reviewed later. This
corresponds to one of the methodological concepts in naturalism/interpretivism which
attempts to maintain the research phenomena as normal as possible.
In brief, though this research study seemed to overlap between two paradigms, for it
partly emphasised the existence of reality in the real situation as in positivism, it
mainly shed light on making sense of the researched situation, along with the
researcher's interpretation as in hermeneuticism/interpretivism/naturalism. So, the




As a result of the concepts underlying this study above, the 'research design', or 'the
researcher's plan of how to proceed' (Bogdan and Biklen 2007: 54), which is similar
to Punch's definition at the most general level (2009: 112), was formed for study
legitimacy, with the details about research approach, research strategy, research
methods and also progressive focussing as follows.
3.4.1 Research Approach
In this study, research approach is defined with the expression borrowed from
Holliday (2002: 1), as a broad research process. Considering Mertens's suggestion
(1998: 160-164) subject to Guba and Lincoln to consider two major components of
research before selecting qualitative approach: the researcher's view of the world; and
the nature of research questions, I personally adopted this suggestion as the major
criteria applied to the selection of both qualitative and quantitative approaches.
Concerning the researcher's view, Mertens proposed that 'a person's view of the
world should influence his or her choice of methods' (p.160). As a result, the
following differences between the quantitative and the qualitative approaches should
be taken into consideration prior to the researcher's view of reality.
Research in quantitative approach is supposed to reveal 'objective facts' with the help
of a correct technique (Holliday 2009: 6), involving testing hypotheses with
experiments, numbers and statistics to show accurate comparisons (Holliday 2009: 2;
Burton & Bartlett 2009: 20), and 'the measurement and analysis of causal
relationships between variables, not processes' (Denzin & Lincoln 2000: 8).
Meanwhile, research in qualitative approach emphasises the significance of 'qualities
of entities', 'processes and meanings that are not experimentally examined or
measured' (Ibid) and proposes the concepts about nature of reality in social contexts,
relationship between the researcher and the studied matter, limits of study and focus
on value of study. Since qualitative research deals with 'an interpretive, naturalistic
approach to its subject matter' (Mertens 1998: 159), knowledge acquirement in
qualitative needs to 'interact with an individual setting' and 'make sense of the
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mysterious realities of the setting and the people in it' (Holliday 2009: 5-6) and
interpret the events along with the meanings that the researcher gets (Mertens 1998:
159-160).
Regarding the views concerning the world, the researcher of this study adopted: 1) the
interpretive ontological assumption that reality in this was subjective to the
researcher's perspective and his/her description and interpretation with his/her ideas,
beliefs and attitudes, 2) the interpretive epistemological assumption that the
knowledge of this study could be acquired through the researcher's in-depth
understanding and interpretation of the reality in the aforementioned situation, in both
subjective and socially-constructed ways, and 3) the interpretive methodological
assumption to acquire knowledge through description and interpretation of in-depth
information about the reality collected by the methods appropriate to keep the
situation 'normal' (Mertens 1998: 159)50.
With regard to Mertens's nature of research questions, the research questions in this
research study, as in 3.2.2, can be classified along with Mertens's five research
features" (1998: 162-163), as follows. In particular, RQs 1, 3 and 4, which asked for
details about this EFL instructional program, the teacher and the learners, respectively,
align to the demand for the '[D]detailed, in-depth information ... about certain clients
or program', as specified in Mertens' third research feature (lbid). RQs2-4, which
dealt with the implementation of this EFL instructional program, the teacher's
development and the learners' development, respectively, correspond to the focus on
the 'implementation of a program and of its participants', as required in Merten's first
research feature (Ibid) above. Moreover, RQ4, which involved the learners'
50 Mertens (1998: 159) specified that 'qualitative methods are used in research that is designed to
provide an in-depth description of a specific program, practice, or setting' and that 'qualitative
researchers study things in their natural settings, attempting to make sense of, or interpret
phenomena in terms of the meanings people bring to them' (Ibid: 159-160).
51 Mertens (1998: 162-163) raised Patton's five research features that suited the research questions in
qualitative research approach.
'I. The focus of the research is on the process, implementation. or development of a program or its participants.
2. The program emphasizes individualized outcomes.
3. Detailed, in-depth information is needed about certain clients or programs.
4. The focus is on diversity among, idiosyncracies of, and unique qualities exhibited by individuals.
5. The intent is to understand the program theory-that is, the staff members' (and participants') beliefs as to the
nature of the problem they are addressing and how their actions will lead to desired outcomes. '
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achievement in learning in this study, is in line with the demand for the
'individualized outcomes' specified in the second research feature (Mertens 1998:
163). With such details as given above, this research study was designed to collect
data, even concrete ones, in the qualitative approach so as to find out the in-depth
reality or knowledge through the process of understanding and interpreting the data
that are 'soft' or 'rich in description of people, places, and conversations' (Bogdan &
Biklen 2003: 2).
3.4.2 Research Strategy
Besides the research approach, an appropriate research strategy, or a particular 'plan
of action designed to achieve a specific goal' of each study (Denscombe 2010: 3), that
suits the process of knowledge acquirement should be first designed. Denscombe
regarded the researcher's strategic decisions as 'putting the social researcher in the
best possible position to gain the best outcome from the research' (2007: 3), for the
following reasons, 'Each choice brings with it a set of assumptions about the social
world it investigates. Each choice brings with it a set of advantages and
disadvantages.' (Ibid). Then, as the researcher, the choice of strategy I made to gain
the best outcome for this study is the application of Case Study Approach 52
(Denscombe 2007: 35-37). A case study is 'an investigation into a specific instance
or phenomenon in its real-life context' (Cohen et a12007: 170), or just a few instances
(Denscombe 2010: 52), 'with a view to providing an in-depth account of events,
relationships, experiences or processes occurring in that particular instance' (lbid).
Consequently, the case study can provide the researcher with 'valuable and unique
insights' and 'wider implications' (Ibid: 53), linking with various parts in the social
settings and the details of complexity in the setting (Ibid), unlike the survey. In
addition, the real situation that actually exists makes the case study different from an
experiment which is made up in a controlled situation, like a laboratory one, in which
some outcomes may not be naturally produced. So, such an investigation through a
case study helps make understanding of the researching context in the 'natural setting'
52 In this study, case study approach is classified as a research strategy which is the tool used to,
which is sometimes defined somewhere else as a research approach.
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of everyday situation (Richards 2003: 10). Lastly, the case study approach can obtain
data from various source and various methods (Denscombe 2007: 37).
In this study, the case study investigated one major example, namely the EFL
instruction of Kindergarten 3 (K3) Class in a Thai primary school within a short
period of time, namely for around six weeks, focussing on the two areas, language
learning policy and language use in classroom practice. This allowed the researcher
to study this particular situation in depth, with the focus on the details of the situation,
the relationships of all the components in this social setting, like the connections
among the language learning policy, the teacher and the learners, and also the
naturalness of the events. Moreover, with various sources of data from the school, the
teacher and the learners, as well as from the researcher herself, through various
methods, like observations, interviews and document reviews, this case study should
be rich enough in description to explain the situation of EFL instruction clearly in the
findings, as in Denscombe's argument (2007: 38)53. This allowed new information
and insights that could not be collected from a positivistic paradigm to emerge (Lynch
1996: 14), in order to reflect the real-life situation with the "'holistic" overview of the
context' (Miles and Hubermann 1994: 6-7 cited in Punch 2009: 117). In the aspect of
use, this case study had two major functions: description (which is discovery-led); and
illustration (which is theory-led), as mentioned by Denscombe (2007: 38).
Specifically, it described the real events happening during EFL instruction in this
particular setting and also showed the applications of theories, e.g. how the concepts
about children's learning, TBLT and interactions and ZPD in SCT worked in these
real-life classroom settings.
3.4.3 Research Methods
To implement this case study, three kinds of research methods or instruments, as ways
of collecting data, are used: observations; interviews; and document reviews, as
follows.
53 Denscombe (2007: 38) argued that 'the case study approach works best when the researcher wants
to investigate an issue in depth and provide an explanation that can cope with the complexity and
subtlety of real life situations'.
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3.4.3.1 Observations
According to Denscombe (2010: 196), observation provides social researchers 'a
distinct way of collecting data' with 'the direct evidence of the eye to witness events
first hand', without relying on 'what people say they do, or what they say they think'.
Similarly, Foster also raised four major advantages of observations, as follows (2006:
59). Firstly, through observations, information that is apparent through senses of
seeing and hearing can be recorded directly as clear evidence. Secondly, 'the
observer may be able to "see" what participants cannot', just on the condition that the
observer should have been previously trained to do so. Thirdly, observations can
provide some information on something or someone who cannot speak for itself or
himself/herself, like 'babies, very young children and animals'. Fourthly, 'data from
observation can be a useful check on, and supplement to, information obtained from
other sources', like interviews.
In this way, observations (Denscombe 20 I0: 196) usually provide social researchers
with concrete and primary sources of evidence about what really happens in a
particular situation, with no data necessarily being transferred from another source
such as study participants, as in the data collection through other instruments, like
interviews or questionnaires. This helps avoid any possible changes that can happen
during the transfer of data between primary sources to secondary sources. Thus, the
information gained from observations is still as accurate as when the data are first
collected.
As a result, observations were necessarily brought into this study as a major research
method in a 'less-structured' or 'qualitative' form to 'explore the framework of
meaning in as holistic and naturalistic a manner as possible' (Foster 2006: 57) in the
anticipated reality and knowledge, in the following details. Firstly, this research study
aimed to reveal some complicated reality about learning as reflected by RQs 2-4 in
3.2.2, which could not be merely investigated through the information told by the
participants, but essentially directly seen and heard in the classroom practice
59
(Denscombe 2010: 196)54. Meanwhile, everything seen in the classroom setting could
also imply some more information related to the language learning policy, as required
by RQI in 3.2.2. Secondly, this research study really needed observations to disclose
some information about most communication-disabled participants, like these early-
years learners, who were too young to communicate their own needs, ideas and
feelings or to speak for themselves, as previously reviewed by Foster (2006: 59).
Thirdly, in addition to the two major points mentioned above, observations also
tended to provide some information as 'a useful check on, and supplement to,
information obtained from other sources' (lbid), like from document reviews and
interviews.
In this research setting, observations were conducted in two 30-minute sessions in
each particular class every week, subject to the English-class schedule at Kindergarten
3 Level in this primary school. With the 112 observations in 7 classrooms, data were
collected in the form of video recordings and field notes in both areas of language
learning policy and language use, with the researcher as a non-participant observer
who did not take part in this EFL instruction to answer RQs 1-4, as the framework of
observations. In the areas of language learning policy, classroom observations were
conducted to investigate the overview of how this EFL language learning policy was
elaborated as the curricular focuses, in the aspects of notion of literacy, components of
instruction andfeatures of lesson contents, in 4.4.3.1-4.4.3.3, respectively. In the area
of language use, observations were mainly used to carefully provide details of
whether and how the theories and concepts on children's learning, TBLT, NA and
TPR in classroom language use and interaction in learning in classroom context, as
reviewed as the theoretical framework in 2.2, were applied to the classroom activities
in 5.3.1, the teacher's classroom performance regarding her prevailing concepts in
5.3.2 and the learners' classroom performance and characteristics in 5.3.3, so as for
these learners' learning. Principally, all the aspects relevant to the classroom
54 The reality that needs such concrete evidence involves 1) how the classroom activities constitute
language learning for learners, 2) whether the teacher's classroom performance and prevailing
concepts about language teaching support her learners' learning of English. and 3) in what ways
learners' performance and characteristics promote and impede their EFL learning in this Thai
school.
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activities, the teacher's performance and concepts and the learners' performance and
characteristics were carefully observed so as to be described and interpreted with
evidence from seeing and hearing. Besides, the data gained from these observations
were also used to confirm some information gained from other methods, like
document reviews and interviews in this study for the analysis of this EFL learning
policy, in 4.4.
3.4.3.2 Document Reviews
Documents, in the form of 'writing, figures or electronic forms', have become
'important bases for research' (Finnegan 2006: 138), by providing the major source of
research data, producing research findings, making criticism or developing something
further, depending on the researcher's purposes and perspectives. The documents that
were reviewed in this study can be classified into four major types, according to
Finnegan's summary (pp.l40-141): standard and official sources; letters and
contemporary writing; cabinet and other papers; and images, sound and objects.
The standard and official sources comprise:
• Ministry of Education. 2006. Strategic Plan for English-language Teaching
Reform to Increase the Competitive Potential of the Country B.E. 2549-2553 in
4.2.1
• Ministry of Education. 2010. Ministries of Education and Foreign Affairs
Cooperate to Launch the Project of English-Language Teaching in 4.2.1
• Office of The Basic Education Commission, Ministry of Education. n.d..
Curriculum Guide for Early Chilldhood Education B.E. 2546: For Children Aged
3-5 Years in 4.2.2
The letters and contemporary writing consists of:
• Piamwattanasap. N. 2001. The Development of Computer-Based Multimedia
Lessons for Teaching Communicative English for Prathomsuksa 6 Students (2001)
in 4.2.1
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• Toncharoen, R. 2010. The Development and Trends of Bachelor Degree Program
Concerning Teacher Education Curriculum for Early Childhood Education in
Thailand. in 4.2.2
• Office of the Education Council, Ministry of Education. 2008. Education in
Thailand 2007 in 4.4.1
The cabinet and other papers consist of:
• Teacher's Lesson Plan (See Appendix 4)
The images, sound and objects comprise:
• Teaching materials (See Appendices 14-17)
All of these four kinds of documents were reviewed both to get 'necessary
background of the situation and insights into the dynamics of everyday functioning'
(Mertens 1998: 34) of this particular learning context, and also to support the
information gained from the observations and the interviews in this study, for the
analysis of this EFL learning policy, in 4.4. These documents were reviewed for the
information necessary to answer RQs 1-3, with the focus on the relevance to and
appropriateness for the research topics, sensibility and matter of bias (Finnegan 2006:
144-149).
3.4.3.3 Interviews
An interview, defined as 'a[A]ny person-to-person interaction between two or more
individuals with a specific purpose in mind' (Kumar 2005: 123), is commonly used to
collect data from people (Ibid) for most research projects, regarding Denscombe
(2010: 172-173), 'interviews are an attractive proposition for project researchers'.
This probably results from the feature that interviews does not need many technical
tools, but just the concepts and comprehension about each particular situation in the
same way as conversations do (Ibid: 172; and Denscombe 1983; and Silverman 1985
cited in Ibid). As a result, interviews became another kind of research methods used
in this research study. The interviews used in this study were considered as semi-
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structured interviews 55 (p.175) and follow-up interviews. These semi-structured
interviews were conducted with a native-speaking English teacher at around the end
of fieldwork, in one teacher interview for around 52 minutes, and 19 learners' parents
whose children had some distinguishing classroom performance and characteristics, in
19 parent interviews. The questions in these semi-structured interviews were both
factual and retrospective" (Wilson & Sapsford 2006: 108-109). In this study, both
the teacher and the learners' parents were asked with the factual questions about their
ideas and attitudes concerning the EFL instruction. However, some retrospective
questions were also asked both the teacher to acquire the information about her
classroom performance and her prevailing concepts, and the parents to gain some
information about the learners' characteristics and previous exposure to English.
In addition, this study also used a kind of unstructured interviews" (Denscombe 2010:
175; Kumar 2005: 126) 'in which a naturalistic conversation is recorded in full (or
nearly so) for later analysis' (Wilson & Sapsford 2006: 113), namely in-depth
interviews, which are defined as "'repeated face-to-face encounters between the
researcher and informants directed towards understanding informants' perspectives on
their lives, experiences, or situations as expressed in their own words" (Taylor &
Bogdan 1984: 77 cited in Kumar 2005: 124). In-depth interviews generally intend to
enhance the relationship, 'rapport' (Kumar 2005: 124), between researcher and
interviewee, and 'the corresponding understanding and confidence between them'
(Ibid), so as to 'lead to in-depth and accurate information'. Moreover, aiming to
follow up the findings gained from classroom observations, these follow-up interviews
were conducted with 33 early-years learners selected because of their distinguishing
55 Semi-structured interviews contain 'a clear list of issues to be addressed and questions to be
answered', as structured interviews (p.l75); however, these interviews are quite 'flexible' in terms
of the order of topics and other things, in order to give the interviewees opportunities to 'develop
ideas and speak more widely on the issues raised by the researcher' (Ibid). Moreover, these
answers for these interviews are also 'open-ended' with 'more emphasis on the interviewee
elaborating points of interest' (Ibid).
56 Factual questions are the questions that ask for factual information, whereas retrospective questions
are the questions asking about what has occurred before in order to get some information about the
interviewees' reactions to the situations, in the respect of actions, feelings and attitudes (Wilson &
Sapsford 2006: 108-109).
57 Unstructured interviews emphasised the interviewee's thoughts, with the interviewer just
introducing the theme before letting the interviewee develop their own ideas, along 'their train of
thought' (lbid).
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classroom performance involving certain aspects of EFL learning in this study. Both
factual and retrospective questions (Wilson & Sapsford 2006: 108) were used with
the former asking for the required information about the learners themselves and the
latter examining the coherence between the previous classroom phenomena and their
performance and characteristics.
In brief, the interviews in this study investigated the teacher's philosophy, or her
prevailing concepts, in order to identify the curriculum focuses as in RQs I and 3; the
teacher's classroom performance and concepts that supported her learners' EFL
learning in classroom practice as in RQ3; and the learners' classroom performance
and characteristics that either promoted or impeded their learning of English in this
classroom context as in RQ4. This was in addition to the emergent data collected
from the observations, according to Punch's framework (2009: 147).
3.4.4 Progressive Focussing: Selection of Participants/Documents
Another necessary component of the research design of this study is progressive
focussing'". Therefore, the progressive focussing comprises the following details in
terms of participant, document and time selections. Three major features of how
participants and documents were selected are discussed, as follows. Firstly, the
particularly focused participants of classroom observations were comprised of one
native-speaking English teacher and 213 early-years EFL learners in Kindergarten 3
(K3), mixed with both sexes and different learning abilities, as the total
representatives of the whole population available. This resulted from the researcher's
own judgement that these learners could show different kinds of performance.
Secondly, the particularly focused participants for interviews, in both semi-structured
and follow-up interviews, were determined by the researcher's judgement whether
they were interesting and important enough for the study. Moreover, the participant
selection was also based on in-depth information. So, 'the researcher only goes to
those people who in his/her opinion are likely to have the required information'
58 According to Foster (2006: 78), progressive focussing is defined as 'gradual refinement of research
questions'. which develops along the progress of study and the data collection. with '[M]more
specific research questions. propositions and hypotheses' that 'emerge from an examination and
analysis of initial data' (lbid).
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(Kumar 2005: 179). For example, learner parents were chosen due to the researcher's
judgement involving their children's distinguishing performance, to acquire in-depth
knowledge about these learners' learning. Thirdly, the particularly focused
documents for the analysis with document reviews were selected from all possibly
available in the research setting, with the researcher's aim to collect as much
information as possible.
This type of representative selection is a significant element of the study
implementation, as it affects the quantity and quality of the information. Namely, the
right selection of representatives can provide enough and suitable information for the
analysis, with little or no data missing. This is also related to the degree of accuracy
in the data analysis. This selection of representatives is comparable to accident
sampling or judgemental/purposive sampling in quantitative research (Kumar 2005:
178 & 179), in which all documents and participants as subjects of a study are
selected with the researcher's own judgement or convenience, according to the
requirement of data needed for the research questions.
Fourthly, regarding the period of study, especially for observations, the particularly
focussed period of time for this study was just part of this EFL instruction, namely
only six out of sixteen weeks of the whole instructional process: Weeks 10-15 in
Semester 2 Academic Year 2009. The reason for this selection is this study focussed
on no particular part of EFL instruction, but just a part, in order to carefully
investigate the instruction in the four major areas, curriculum focuses, classroom
activities, teacher's performance and prevailing concepts and learners' performance
and characteristics. So, this time selection is comparable to accidental sampling in
quantitative research (Kumar 2005: 178), as mentioned above.
3. 5 Processof DataCollection
The process of data collection is described in the order of methods used: observations,
document reviews and interviews.
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Firstly, observations played a major role in investigating the existing reality in this
study, in less-structured, or qualitative form (Foster 2006: 57) to provide in-depth
description and illustration of all classroom phenomena, for the analysis of this EFL
instruction in the areas of language learning policy and language use. In the area of
language learning policy, the data collected from these observations were used for
further analysis of how the language learning policy of this EFL instruction was
implemented into the curriculum focuses in classroom language use, as reflected by
RQ1. In the area of language use, the data were collected from these observations for
further analysis of this EFL instruction in terms of classroom activities, the teacher's
performance and prevailing concepts and the learners' performance and
characteristics, regarding RQs2-4. Throughout all observations, data were first
recorded in the forms of video clips and field notes which were later transcribed into
rough scripts for further analysis. Prior to these observations, the permission for
video recordings had already been requested to the school authority with the
researcher's confirmation of confidential concealment of data, according to University
of Bristol's Ethical Issues in terms of participant security, as shown in the Letter of
Request for Permission of Data Collection in Appendix 3.
Secondly, document reviews were used to collect data from four categories (Finnegan
2006: 139-141), as specified in 3.4.3.2. Data were collected from these sources for
further analysis of both areas of language learning policy and language use of this
EFL instruction, as discussed further in 3.6. The data gained from language learning
policy documents were used to investigate how the language learning policy of this
EFL instruction was formulated and implemented into the curriculum focuses, subject
to RQ 1. However, as this EFL instruction was assumed to be a pilot program, there
were no data relating to the language learning policy issued in the university/school
level 59. The data gained from language use documents were used to find out how the
classroom activities and the teacher's philosophy, or prevailing concepts, promoted
this EFL learning. as inquired in RQs2-3. The data gained in both instances were first
59 This information was derived from the school administrator.
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recorded in the form of narrative records (Kumar 2005: 124) prior to being analysed
further in the analysis process.
Thirdly, interviews were also used to collect additional data about this EFL instruction,
in language learning policy and language use. Regarding language learning policy,
data were collected from a semi-structured interview with the only native-speaking
English teacher of this pilot program, as defined in 3.4.3.3, for further analysis about
the focuses of this EFL curriculum. However, the additional data concerning the
language policy in the middle tier could not be collected due to some limitations
during the data-collection period. Data for language use were collected from both
semi-structured and follow-up interviews. One semi-structured interview was
conducted with the EFL teacher to acquire some more information in terms of
classroom activities and the teacher's performance and prevailing concepts, and 19
more with some learners' parents to gain possible additional information related to the
EFL instruction and the learner's characteristics. In these semi-structured interviews,
bothfactual and retrospective questions were used to set up the enquiries. Meanwhile,
33 follow-up interviews with some learners were also conducted, using more
retrospective than factual questions to acquire information about the learners'
performance and characteristics which affected their learning in certain situations,
besides what was obtained from the less-structured/qualitative observations.
To acquire this information from such young informants, these interviews were
conducted in the form of either one-to-one or group interviews with two to four
interviewees. Initially, these follow-up interviews were planned as pair interviews,
with two interviewees each time, collecting relevant information from both
(Denscombe 2010: 176). On occasion some interviewees were not available resulting
in one-to-one interviews, and on other occasions more interviewees arrived resulting
in group interviews. All data gained from these interviews were first recorded asfield
notes and audio records which were later transcribed into transcriptions as additional
information, to cross-check with the field notes in terms of accuracy, before further
checks on the data from other methods in this study.
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3.6 Process of Data Analysis
All the information collected from this research study is considered as unstructured
data, or 'data that are not already coded in terms of the researcher's analytical
categories' (Boulton & Hammersley 2006: 243), emerging in the naturalistic setting
of this study. All the data derived from document reviews, observations and
interviews were first analysed into the two major areas of language learning policy
and language use before being subdivided into the four major categories of curricular
focuses; classroom activities; the teacher's performance and prevailing concepts; and
learners' performance and characteristics, relating to the four research questions, in
3.2.2 and Appendices 9-10, as follows. This analysis was based on Piaget, Vygotsky
and Bruner's concepts about children's learning, especially in terms of sociocultural
theory, and the relevant concepts on SLA, TBLT and interactions in learning
regarding SeT. In 3.6.1-3.6.4, the process of data analysis is described together with
the tables of methods of data collection and analysis for Research Questions 1-4 in, as
in Tables 3.1-3.4 (Appendix 12), as follows.
3.6.1 RQ1: What is the focus of the planned English curriculum for these
early-years learners in this Thai school?
To explore the language learning policy, data from classroom observations, some
document reviews and one interview with the teacher, as previously discussed in
3.4.3.1-3.4.3.3, respectively, were analysed and interpreted according to the
researcher, along the emerging themes of the theoretical framework previously
mentioned in 3.6 and classified into two major areas of language policy formulation
and language policy implementation, as reflected by RQ I in Table 3.1 in Appendix 12
and in Chapter 4.
For language policy formulation, some documents, like standard and official sources
and letters and contemporary writing as specified in Table 3.1 were reviewed with
regard to the researcher's perception, as the information related to the Thai
Government and the Thai Ministry of Education's focused policy in the top tier and
also the school administrators' translated policy in the middle tier, as in 4.4.1-4.4.2,
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respectively. However, the data for this analysis were derived from the Reviews of
Documents related to EFL Policy, as narrative records, in Appendix 19. This shows
how these EFL curricular focuses were developed.
In language policy implementation, the only document reviewed and interpreted by
the researcher was Teacher's Lesson Plan, classified as one of cabinet and other
papers (Finnegan 2006: 140-141), which could identify the curricular focuses in this
lesson plan as the teacher's implementation of language learning policy in the bottom
tier. Moreover, more data were gained from the semi-structured interview with the
teacher using factual and retrospective questions and the less-structured classroom
observations were also analysed and interpreted along with the researcher's
perception, to provide additional information about the curricular focuses and to
triangulate with the data derived from the document reviews above, where possible, as
in Figure 3.1. This aims to show 'concurrent validity, particularly in qualitative
research' (Campbell & Fiske 1959 cited in Cohen et al. 2011: 195).
document reviews semi-structured interview with the teacher
less-structured observations
Figure 3.1: Triangulation of Data along RQl
(Language Policy Implementation: Curricular Focuses)
3.6.2 RQ2: How do the classroom activities constitute language learning
opportunities for the learners?
To investigate the classroom activities, data from 112 classroom observations, some
document reviews and the interview with the teacher, as discussed in 3.4.3.1-3.4.3.3,
were analysed and interpreted, according to the researcher's perception, along the
emerging themes of the theoretical framework previously mentioned in 3.6, as
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required by RQ2 in Table 3.2 in Appendix 12, as in Chapter 5. This shows how the
classroom activities promoted this EFL learning.
The data from the less-structured/qualitative classroom observations, the semi-
structured interviews with the native-speaking English teacher with factual and
retrospective questions, as in Appendix 5, and the reviews of two types of documents,
namely Teacher's Lesson Plan (Appendix 3) and some teaching materials
(Appendices 14-17) were analysed and interpreted, regarding the researcher's
concepts, along the emerging themes of the classroom activities, as in Table 3.2 in
Appendix 12. These three sets of data from the observations, teacher interview and
document reviews were cross-checked or triangulated with one another, in the same
way as the data in 3.6.1.
document reviews semi-structured interview with the teacher
less-structured observations
Figure 3.2: Triangulation of Data along RQ2 (Classroom Activities)
3.6.3 RQ3: Do the teacher's classroom performance and prevailing
concepts about language teaching support her learners' learning
of English in this Thai school?
To examine the teacher's classroom performance and prevailing concepts, the data
from the classroom observations, some of the document reviews and the interview
with the native-speaking English teacher, as previously discussed in 3.4.3.1-3.4.3.3,
were analysed and interpreted, according to the researcher's perception, along the
emerging themes of the theoretical framework previously mentioned in 3.6, as
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specified by RQ3 in Table 3.3 in Appendix 12 and in Chapter 5. This shows how the
teacher's performance and concepts supported this EFL learning.
The data from less-structured/qualitative classroom observations, the semi-structured
interview with the native-speaking English teacher using factual and retrospective
questions and the reviews of two types of documents, Teacher's Lesson Plan
(Appendix 3) and some teaching materials (Appendices 14-17), were analysed and
interpreted, according to the researcher's perception, along the emerging themes of
the teacher's classroom performance and prevailing concepts, as in Table 3.3 in
Appendix 12. Then these three sets of data from the observations, interviews and the
document reviews were cross-checked or triangulated with one another.
document reviews semi-structured interview with the teacher
less-structured observations
Figure 3.3: Triangulation of Data along RQ3 (Teacher's Performance and Prevailing Concepts)
3.6.4 RQ4: In what ways do learners' characteristics and classroom
performance promote and impede their learning of English in
this Thai school?
To investigate the learners' characteristics and classroom performance, the data from
112 classroom observations, 33 interviews with particularly focussed learners, one
teacher interview and 19 parent interviews, as discussed in 3.4.3.1 and 3.4.3.3, were
analysed and interpreted, according to the researcher, along the emerging themes of
the theoretical framework mentioned in 3.6, as reflected by RQ4 in Table 3.4 in
Appendix 12, as in Chapter 5.
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The data from I) the less-structured/qualitative classroom observations, 2) the follow-
up interviews mostly with retrospective questions conducted to some early-years
learners with distinguishing classroom performance and 3) the semi-structured
interviews with the learners' parents using factual and retrospective questions were
analysed and interpreted, according to the researcher's concepts and the emerging
theme involving these early-years learners' characteristics and performance, as in
table 3.4 in Appendix 12. These three sets of data were also cross-checked and






Figure 3.4: Triangulation or Data along RQ4 (Learners' Performance and Characteristics)
Generally, all the data analysed in 3.6.1-3.6.4 above also include some additional
information from the researcher's descriptions and interpretation, in addition to the
precise and concise evidence, subject to the concepts underlying the theoretical
framework, selected for the '[D]data display'P" (Miles & Huberman 1994 cited in
Punch 2009: 174). As a result, particularly with the constraint of lengthy video clips,
the data from the video clips and audio records were rearranged through segmenting
in '[D]data reduction'?', as in Qualitative Data Analysis (lbid) with the help of the
NVivo 8 program, as in Appendix 10, in order to be referred to as specific and precise
60 Data displays 'organize, compress and assemble information' which can lead to 'valid qualitative
analysis' (Miles & Huberman 1994: II cited in Punch 2009: 174).
61 Data reduction can happen in three stages during the analysis. Data reduction consists of 'editing,
segmenting and summarizing data', 'coding and memoing, and associated activities such as finding
themes, clusters and patterns', and 'conceptualizing and explaining', in the early, middle and later
stages, respectively (Miles & Huberman 1994: II cited in Punch 2009: 174).
72
evidence for each argument in the analysis. Moreover, to maximise data precision,
methodological and data triangulations'f (Denscombe 2010: 347) were also applied as
much as possible, as in Figures 3.1-3.4 and Figure 3.4, respectively.
3.7 Evaluation of Study
Qualitative research cannot be evaluated with the same criteria as quantitative
research, especially by 'replicating the research in the same way that scientists might
repeat an experiment' (Denscombe 2010: 298), due to certain features of qualitative
research. However, it is still possible and necessary to judge the quality of qualitative
research through credibility (validity), dependability (reliability), transferability
(generalizability) and confirmability (objectivity), as (Kirk & Miller 1986; Bryman &
Burgess 1994; Miles & Huberman 1994; Seale et al. 1999; Silverman 2006 cited
Denscombe 20 10: 298) as follows.
3.7.1 Credibility (Validity)
According to Lincoln and Guba's notion (1985 cited in Denscombe 2010: 299) that 'it
is not possible for qualitative researchers to prove in any absolute way that they have
"got it right'", the term credibility was consequently suggested in place of validity,
reassuring that 'the qualitative data have been produced and checked in accord with
good practice', through '[T]triangulation', 'respondent validation' or 'grounded data'
(lbid). In this research study, the credibility was implemented with 1) triangulation,
or the use of two or more methods of data collection, different sources of data or
different researchers to judge the quality of study on human behaviour (Cohen et al.
2011: 195; and Denscombe 20 I0: 346), specifically with methodological
triangulation and data triangulation; and 2) grounded data, or the way to ground the
findings in fieldwork and the data with the details in the form of texts or visual images
(Denscombe 2010: 299).
62 Methodological triangulation here compared and contrasted the data from different methods or
different research instruments within the same method; whereas data triangulation compared data
from different sources or informants (Denscombe 2010: 347).
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As previously discussed in 3.6, triangulation was first tested, using a combination of
different research instruments, namely observations, interviews and document reviews,
as previously discussed in 3.6.1-3.6.4, and thus labelled as methodological
triangulation, or the use of either 'the same method on different occasions' or
'different methods on the same object of study' (Cohen et al. 2011: 196). As with
methodological triangulation, data from different sources were compared and
contrasted in data triangulation, as well as from the learners and the learners' parents.
See Figure 3.4. Moreover, during the analysis, peer reviews were also brought in
whenever the analysis became ambiguous.
Besides, grounded data, as reflected in the researcher's detailed description in texts
and images, were also implicitly combined with the use of triangulation above to
show the solid evidence of the good quality of this study, as displayed through
Chapters 4 and 5, especially in Figures 4.5, 4.7, 4.8, 5.4, 5.5, 5.6, 5.7, 5.8, 5.9 and
5.10.
3.7.2 Dependability (Reliability)
The idea of dependability in qualitative research which is comparable to reliability in
quantitative research (Denscombe 20 I0: 299), was also applied to this research study.
Instead of focussing on the same outcome from the research instrument used in this
study, the study reliability/dependability here depends on 'the demonstration that their
research reflects procedures and decisions that other researchers can "see" and
evaluate in terms of how far they constitute reputable procedures and reasonable
decisions'"' (p. 300). Likewise, Seale and others (1999: 157 cited in Denscombe
2010: 300) suggested 'an explicit account of the methods, analysis and decision-
making and "the provision of a fully reflexive account of procedures and methods" to
judge dependability/reliability. In this study, the dependability/reliability was
reflected through the detailed description about the research procedures and methods
of this study, as discussed in 3.3-3.6, the full discussions of findings with evidence in
Chapters 4-6, and especially the reflexive account of procedures and methods with
63 This is originally italicised.
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strengths and contributions and weaknesses and limitations in 7.3.1 and 7.3.2,
respectively. With such details, the research procedures and decisions in this study
should be reputable and reasonable enough for other researchers.
3.7.3 Transferability (Generalizability)
The term transferability, which is particularly used in qualitative research and is
comparable to 'generalizability' in quantitative research, was defined by Lincoln and
Guba (1985 cited in Denscombe 2010: 300-301) as the process in which 'the
particular instance' derived from the study can be applied in other situations. Though
this study is just a single case study of EFL instruction, it is still relevant and
applicable to (p.30 1) other similar research settings with EFL instruction to early-
years learners under certain conditions, as reviewed in the discussion and conclusion
chapters (Chapters 6 & 7).
3.7.4 Confirm ability (Objectivity)
The term confirmability, or 'objectivity' was defined (Denscombe 2010: 301) as the
status of qualitative research with no influence from the researcher who conducted the
study. In this study, the researcher conducted the study without taking part in any
observed activities, as a non-participant observer. Although her analysis of data
might be influenced to some extent by her own identity, values and beliefs, the
researcher tried to base her analysis on the concepts in the theoretical framework, with
evidence derived from the observations, interviews and document reviews in the
fieldwork. This researcher's performance corresponds to the elimination of 'the
researcher's self from the process of data analysis, as Denscombe suggested (p.302).
Moreover, the researcher's open-mindedness, as another component of research
confirmability, was also reflected by the availability of 'rival explanations', or an
alternative explanation that possibly fits the incidents in the study or one that shows
'there are hidden problems with the proposed explanation' (p.303). For example, data
gained through different instruments, like observations, interviews and document
reviews, were combined to explain what was visually seen in the study. Moreover,
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the researcher also provided the explanation of incidents in the study, like how EMI
was quite practical and different from other studies.
3.8 Ethical Issues
In terms of ethics, this research study was conducted with great care, transparency,
responsibility and confidentiality, as required in the guidelines provided by the
Graduate School of Education in the GSOE Research Ethics Form and the Data
Protection Act 1998, as briefly summarised from Appendix I, as follows.
In terms of knowledge acquirement, all necessary information, like information about
the researcher access/exit, the participants' consent to participate in or rights to
withdraw from this study and the research procedure, were given to all relevant
people and organisations prior to the study fieldwork, as shown in the Consent Form
(Appendix 2) and the Letter of Request for Permission of Data Collection (Appendix
3). In terms of benefits and risks possibly happening to the participants and the
relevant organisations, both useful information and precautions were provided for
these people and organisations in advance of the study fieldwork. In terms of
confidentiality, all information collected in this study was collected, stored and
transferred appropriately, for the sake of the relevant people and organisations. These
participants and organisations were informed that the disclosure of data would merely
be done in appropriate terms of academia; otherwise, further information would be
passed to the participants through the organisation which authorised the study
fieldwork, namely the demonstration school, beforehand. In terms of procedures
related to data transformation, like analysis and interpretation, the researcher carefully
dealt with all procedures, avoiding any possible biases, either from herself or anybody
related to this study.
3.9 Summary
With the researcher's interest in young learners' advantages that facilitate language
learning more than older learners' and the newly-launched EFL pilot program to
early-years learners in a public demonstration school in Thailand renowned for their
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expertise in early childhood education, this research study was consequently set up in
the final Kindergarten level. To investigate how this EFL instruction was put into real
classroom practice, with the focus on language learning policy and language use, this
study was conducted along with RQ 1 to identify curricular focus in the language
policy area and RQs2-4 to identify the constitution of language learning opportunities
through classroom activities, the teacher's performance and prevailing concepts and
the learners' performance and characteristics in the language use area.
With the hermeneutic/interpretive ontological concept believing in the reality varying
along the researcher's perception in description and interpretation and the
hermeneutic/interpretive epistemological concept aiming to make the most sense of
the reality shown through complicated evidence with soft data, this study applied the
hermeneutic/interpretive methodology to provide the soft data through document
reviews, classroom observations and semi-structured and follow-up interviews in a
natural classroom setting, with the case study approach. With the concepts of
hermeneutic/interpretive paradigm underlying the process of this study, the analysis
of data in this study were also processed with triangulation and grounded data to
reassure credibility (validity), dependability (reliability), transferability
(generalisability) and confirmability (objectivity). Moreover, this study was also
conducted with appropriateness in terms of research ethics, along with the guidelines







The analysis of data in this study focuses on the two major areas: language learning
policy; and language use. The analysis of language learning policy is provided in this
chapter, followed by the analysis of language use in the next chapter (Chapter 5).
The overview of the language learning policy underlying this instructional program is
reflected by Research Question 1: 'What is the focus of the planned English
curriculum for these early-years learners in this Thai school?'. This overall analysis
reveals the correspondence between the formulated policy issued along the specific
rationale of EFL learning policy, in the policy formulation level, and the implemented
plans as acquisition planning, or 'organized efforts to promote the learning of a
language', (Cooper 1996: 157) in the policy implementation level (Ferguson 2006: 16-
17; Fettes 1997: 14 cited in Hornberger 2006: 25; and Tollefson 1989: 24).
Consequently, this chapter first presents the notion of language learning policy,
followed by the rationale for EFL learning policy, gained from document reviews, as
the concepts underlying this EFL curriculum. Then the analysis of the language
learning policy is presented in the levels of formulation and implementation in the
three-tier hierarchy structure of language learning policy (Figure 4.1) in 4.4. This
investigation is based on the notion of language learning policy in 4.2 and the
rationale ofEFL learning policy in 4.3.
4.2 Notion of Language Learning Policy
To investigate the language learning policy of this EFL instruction, the term language
learning policy must be first defined. The notion of language learning policy for this
EFL instruction is defined according to the following features, language planning,
language policy and language education policy, borrowed from Shohamy (2006: 49-
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50,76 & 143), Tollefson (1989: 24), Fettes (1997: 14 cited in Hornberger 2006: 25),
Ferguson (2006: 16) and Haugen (1987: 627 cited in Deumart 2000: 384 cited in
McKay & Bokhorst-Heng 2008: 89), with extensive details in Appendix 13. Firstly,
the language learning policy here is considered to be the decision or choice made
about language learning, as suggested by Shohamy (2006: 49); Tollefson (1989: 24),
Ferguson (2006: 16) and Fettes (1997: 14 cited in Hornberger 2006: 25). Secondly,
this language learning policy also comprises the principles, usually designed by the
policy makers, to implement language learning, (Shohamy 2006: 49; and Tollefson of
1989: 24). Thirdly, this language learning policy also involves intervention of
language learning, (Ferguson 2006: 16; and Shohamy 2006: 49). Fourthly, this
language learning policy also aims to solve problems or bring in some changes
(Tollefson 1989: 24; and Haugen 1987: 627 cited in Deumart 2000: 384 cited in
McKay & Bokhorst 2008: 89), however, with some slight differences from
Shohamy's idea of language policy which 'attempts to be less interventionist64, (2006:
49).
The analysis of language learning policy in this research study borrows Tollefson's
concept related to language policy, especially its two processes: formulation and
implementation (1989: 24), under the terms language policy formulation and
language policy implementation, respectively, here. (See Appendix 13 for more
details). According to Tollefson, language policy, as part of language planning,
involves the governing authorities' attempts to reform language structure and function
(Ibid), with the authorities' decisions made on 'the structure of codes and their
functional allocation in a language community' (Ibid) in the formulation level, and
with the authorities' decisions implemented in the implementation level. The only
difference is that the language policy formulation in this study regards all policy
issues aimed for language achievement in all levels, namely not only in the
government or ministry level, but also in other levels, like the policy issues made by
the university/school administrators. The language policy implementation involves
the implementation of the policy issues planned for this EFL instruction, subject to
64 The language planning/policy which is interventionist has 'the governing body' control all matters
relevant to the contents and the methods oflanguage use (Shohamy 2006: 49).
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Tollefson (1989: 24), in the form of curricular focuses. In addition, the concept of
evaluating what has been planned for language learning is also included, through
'standards of rationality and effectiveness' (Fettes 1997: 14 cited in Hornberger 2006:
25). So, the language learning policy analysed in this study illustrates the overview of
how EFL instruction in Thai contexts has become a challenge and how the language
learning policy for this context has been formulated and implemented.
4.3 Rationale for EFL Learning Policy
Concerning decision-making processes, setting of goals (Ferguson 2006: 16-17) and
evaluation (Fettes 1997: 14 cited in Hornberger 2006: 25), language (learning policy)
in this study should be taken into serious consideration, subject to both general
rationale for EFL instruction in Thailand and specific rationale for EFL instruction in
this research context which principally drew upon this particular language learning
policy.
4.3.1 General Rationale for EFL Instruction in Thailand
The EFL instruction in Thailand was driven by two major factors: global spread of
English; and demand for an access to knowledge. Ferguson raised the first factor, the
global spread of English (2006: 6-8), as one of three 'language-related aspects',
besides migration and loss of indigenous languages. Since the use of English had
spread throughout the world rapidly, English functioned (Elliott L. Judd 1989: 35, 38-
39) as a Language of Wider Communication (ELWC)65.
In particular, the increasing use of English in some countries around Thailand, as a
result of colonisation (Ferguson 2006: Ill), like in Singapore and India, also
65 This spread of English was confirmed by Fishman, Cooper and Conrad (1977: 6 cited in Spolsky
2004: 77), as follows:
'the traveller returning to the United States from a vacation trip in Africa, Europe, or
Asian is often heard to comment that nearly everyone he met seemed to be able to
speak some English. To such impressionist accounts of the ubiquity of English as
the world language, one might also add the clearly partisan evaluations of its
importance as a lingua franca offered by the promoters of English. '
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stimulated the promotion of English in Thailand for the country's survival in terms of
trade and power in Asia, and more specifically South-East Asia. Moreover, the rise of
American dominance, globally economically, militarily and politically, after the
Second World War (1939-1945) also highlighted Thailand's need to use English, as
Ferguson argued (2006: 110-111). As a result, English was later informally included
into the national educational system. However, since English was not used to a high
degree or in a compulsory way, as an official second language, as in colonized
countries, but just as a foreign language, neither the government nor the Ministry of
Education enforced the compulsory use of English in schools. English was just
recommended to be added to the school curriculum until 1995. Nevertheless, this
movement remarkably shows the beginning but important step of English instruction
into Thai education.
Later, regarding the Strategic Planfor English-language Teaching Reform to Increase
the Competitive Potential of the Country B.E. 2549-2553 (Ministry of Education 2006:
I), English has become the first official foreign language studied at primary level
(Grades 1-6, the basic and compulsory level of Thai education) and also in the higher
levels, Grades 7-12 and tertiary level, since 199566• This shows the increasing
significance of English and promotes EFL instruction in formal education for the first
time, which has influenced the development of EFL in Thailand since then. Another
aspect of EFL development in Thailand was the announcement of the English-
language curriculum in 199667, according to the same strategic plan above (lbid).
Meanwhile, there were more international schools and English Program (EP) schools
emerging. These EP schools were defined as 'the schools that use the same curricula
issued by the Ministry of Education (MoE) as other schools, but with the use of
English as the medium of instruction (EMI)' (lbid). Piamwattanasap (2001: 11-12)
considered the use of English, subject to the enforced English language curriculum, as
communicative, with both 'sociocultural functions', to learners to the society and its
66 This year is equivalent to B.E. 2538 in the Thai style.
67 This year is equivalent to B.E. 2539 in the Thai style.
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culture, and also the 'cognitive linguistic functions', to deliver meaningful messages
in appropriate situations.
The second factor for the significance of English in Thai society, partly resulting from
the first reason of the global spread of English, is the demand for an access to
knowledge. Besides its communicative use along with its global spread, English was
also an access to knowledge in various sources (p.9), especially for Thais in the
international community. This latter notion of English use probably resulted from the
strong belief in English-speaking countries, like the United States, as the major
sources of valuable knowledge, especially at advanced level. This aligns to
Ferguson's idea, 'the scientific research output of the United States substantially
exceeds that of any other single nation' (2006: 111). In line with this, English was
almost announced on 22 October 2010 by the Ministry of Education (2010) to be the
second language of Thailand. This tentative but cancelled statement emphasises the
purpose for encouraging Thai citizens to become 'internationally capable', namely
having potential to acquire knowledge that is approved in the international community.
To achieve this, English was implied as the necessary tool for Thai citizens to gain
this ability. In brief, these two major reasons of using English for better
communication for the country's existence and attempts to acquire knowledge as
above, have intensively geared up English language teaching in Thailand.
4.3.2 Specific Rationale for EFL Instruction in Research Context
Besides the general rationale for this EFL instruction in Thailand, the specific
rationale for EFL instruction in this research context also involves the rationale for
EFL instruction in this research context. In this context, the details about this
demonstration school such as its background, expertise and management, are worth
considering in order to grasp the full understanding of this EFL policy.
This demonstration school was originally founded in 1940 as 'the first government
kindergarten' (Suvannathat & Passornsiri 1992: 177), as part of the Faculty of
Education of a teachers' training college (Toncharoen 2010: 74) which is now a
university. The school establishment increased public interest in early childhood
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education in Thailand, thus resulting in the founding of a department that produced
pre-school teaching materials three years later (Suvannathat & Passornsiri 1992: 177).
With regard to the Ministry of Education's policy to expand the education in this
kindergarten level both here and in other provinces, this school played a great role in
training student teachers in the field of early childhood education (Department of
Teacher Training 1965 cited in Suvannathat & Passornsiri 1992: 177).
Besides being part of the educational institute at tertiary level as mentioned above,
this school also serves as a platform for experimenting with instruction in terms of
teaching principles and methodology, however, with the focus on pupils' benefits.
According to Ruamkid (1996 cited in Ibid: 84) and Toncharoen (2010: 74), the
instruction of early-childhood education here was conducted according to Froebel and
Montessori's concepts of getting children ready before learning, regarding the
awareness that education relates to all capabilities of each child (Froebel Educational
Institute 2011). Later, people who were interested in the method of instruction this
school used started sending their own children to this school (Toncharoen 2010: 74;
and Suvannathat & Passornsiri 1992: 177). Likewise, this successful instruction
spread further to other teacher training colleges in Bangkok and other provinces. In
particular, Toncharoen claimed this school to be renowned as the initial source of
training 'early childhood education' teachers in Thailand (2010: 74). As a result of its
first function, this demonstration school also has a great influence on the direction of
education in the community, especially early-childhood education, through its
demonstration of teaching interventions.
With the expertise of this demonstration school in 'early-childhood education'
(Toncharoen 2010: 74), the focus of this EFL instruction at kindergarten level in this
school is also worth investigating in English language teaching (ELT). It is
remarkable that this school first introduced English language teaching to K3 pupils,
instead of the pupils in the first year of kindergarten level (Kl) or primary level
(Grade INear I), as other kindergartens or primary schools have done. This probably
resulted from the concept that the learners at this level were supposed to be ready for
learning a new language, as illustrated in the following evidence. According to the
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criteria set by the Office of The Basic Education Commission, Ministry of Education
in the Curriculum guide for early childhood education B.E. 2546: for children aged
3-5 years [online] (n.d.: 30 & 35), learners at this level are generally assumed to have
been prepared with some language learning skills in their L1, like drawing lines to
form letters and continuously doing a series of assigned performances which help
facilitate language learning, especially second language learning. This learner
skilfulness corresponds to what Brewster and Ellis with Girard suggested about the
advantages oflearning a foreign language at a young age (2002: 3-4), namely a longer
period of time available in learning the language and young learners' 'greater facility
for understanding and imitating' (p.3) the language later.
In terms of management, this demonstration school is also supposed to be part of the
university and is, thus, administered by both the school administrators and the
university authorities who also become the policy makers of all of its curricula,
including the EFL curriculum in this study. In this case, this EFL instructional
program was initiated by the university authorities'". This may result from the fact
that all the outcomes of any instructional interventions arranged in this demonstration
school can affect both the university Faculty of Education and the demonstration
school, so both parties should make joint decisions about the instruction. In brief, the
university authorities played a great role, together with the school administrators, in
conducting this EFL instructional program to the early-years learners in the last year
of the kindergarten level (K3), as specified in 4.4.2.
4.4 Analysis of Language Learning Policy of EFL Instruction
The analysis of language learning policy in this EFL instruction with EMI is reflected
by Research Question I: 'What is the focus of the planned English curriculum for
these early-years learners in this Thai school?', with data gained from the reviews of
relevant documents, as relevant to the information in 4.3, semi-structured interviews
with the teacher and parents, and follow-up interviews with learners, and some field
notes collected during and outside classroom observations. This overall analysis
68 This information was obtained during the fieldwork.
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illustrates the correspondence between the EFL policy issues formulated in the
formulation level and the implemented plan as curricular focuses in the
implementation level, as acquisition planning, or 'organized efforts to promote the









Figure 4.1: Three-tier Hierarchy of Language Learning Policy
As shown above, the language learning policy was analysed as a top-down approach.
These three tiers were arranged with regards to the levels of management. In the top
tier, the general issues of policy by the government and the Ministry of Education
underlying this EFL instruction are first discussed in 4.4.1. Then the analysis of how
the university and the school administrators transformed these policy issues in a more
concrete way into more specific plans and actions for this EFL curriculum is
presented with critiques in the middle tier in 4.4.2. However, some policy issues were
seen not to be implemented in this middle tier. Lastly, the analysis of how these
policy issues from the previous tiers were finally translated into practice by the
English-language teacher is illustrated with some critiques in the bottom tier in 4.4.3.
With the details above and in 4.4.1-4.4.3, Figure 4.1 reflects that these two levels of
formulation and implementation are not clearly separated from each other but overlap.
This results from the fact that this language policy consisted of various issues which
could not always be implemented into a specific form at a specific time, depending on
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the decisions made by the relevant people in this hierarchy, as specified later in 4.4.2
and 4.4.3.







Figure 4.2: Top-tier Policy Makers in Three-tier Hierarchy of Language Learning Policy
With the rationale for EFL instruction in Thailand mentioned in 4.2.1 above, together
with continuous attempt to promote Thai people's English-language proficiency from
time to time up to the present, the general language learning policy set up in the top
level of the Hierarchy was classified into four major issues, as follows.
• EFL introduction in early years
• proficiency in communication
• intensive exposure to target language (TL) in learning context
• recruitment of native-speaking English teachers with qualification from native-
speaking countries as the resource of EFL instruction
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EFL Introduction in Early Years
The issue on EFL introduction in early years was first reflected by the enforcement of
the English-language curriculum in 199669, with the focus on the ELT training
arranged for the teachers in Prathom I, or Year I, in the primary level (Ministry of
Education 2006: I). This shows the Government and/or the Ministry (of Education),s
first intention to promote EFL instruction at the start of formal education. Moreover,
this policy issue was also emphasised again when the organization responsible for
formal education at the beginning level, like the Commission of Basic Education, was
assigned by the MoE Permanent Secretary to be in charge of the ELT promotion in
the 5 integrative plans among 'Commission of Basic Education, Office of Vocational
Education Commission and Office of the Non-formal and Informal Education',
(Ministry of Education 2011a). These five plans" were comprised of
• Arrangement of strategic plans for English Language Teaching at Basic
Education Level
• Arrangement of strategic plans for English Language Teaching at Higher
Education Level
• Arrangement of strategic plans for English Language Teaching at Vocational
Education Level and at Non-formal and Informal Education Level, for
employment in occupation
• Arrangement of strategic plans for people's life-long English Language
Teaching
• Personnel Development in English Language Teaching
These plans were all embedded into the development of the whole system of EFL
instruction in Thailand. According to this ELT promotion, the EFL introduction at
the start of school education, especially in the early years, was taken into serious
consideration as a major part of the development. Moreover, the Commission of
Basic Education's plan for ELT development was claimed to be available with
69 This is equivalent to B.E. 2539 in the Thai style.
70 The titles of these five plans and also the details were translated from the Thai language by the
researcher.
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obvious purposes and worth combining with the plans from other organizations (lbid).
This implies the serious requirement ofEFL introduction to the early years of the Thai
formal education system, as the basic part for the development of EFL instruction
further. However, so far there has been no more specific plan for this policy.
Proficiency in Communication
In addition to the EFL introduction in early years at school, the second issue of EFL
instruction raised in this top tier is the Thai people's anticipated proficiency of
English in communication. Firstly, this was implied in the criticism on Thai people's
low proficiency in English by the Board of Sub-committee on Progress and Standard
of Foreign Language (English) Curricula in Thailand, House of Representatives in the
Strategic Plan for English-language Teaching Reform to Increase the Competitive
Potential of the Country (Ministry of Education 2006: 1), as follows.
'The Board of Sub-Committee on Progress and Standard of Foreign Language
(English) Curricula in Thailand, House of Representatives, studied the problems and
constraints of English language teaching and learning and found that Thai learners
were not aware of the significance of English as much as they should; and that most
students' proficiency and skilfulness in using English were in the low level,
according to the result from the exams when compared to international standards.
Moreover, the findings also showed that Thai workers working abroad were stilI
unable to use English to communicate in their duty performance effectively. This
reflected that English language teaching had not been effective so far. 71,
With this concern about the ELT problems and constraints above, the Thai
government emphasised the significance of English use by including a plan to develop
ELT in a clear and consistent way into the fiscal budget on 20 December 2003 (pp.5-
7). This shows the effort to improve Thai people's proficiency in English through
educational reform. Likewise, the government's announcement of English as the first
foreign language studied at all levels in 1995, or B.E. 2538, also reveals the attempt to
increase English proficiency in general in Thai formal education. Recently, in an
article called Ministry of Education prepares to announce English as the second
language in education (Ministry of Education 20 11b), the Minister of Education also
mentioned the requirement of communicative proficiency for Thai citizens. The MoE
71 This quotation is translated from the Thai original copy by the researcher.
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claimed that the major aim of the enforcement of English as the official second
language was to develop learners to be efficient and able to compete with others in the
ASEAN and global communities, or as defined as 'internationally capable' (Ministry
of Education 20 10).
Intensive Exposure to English (TL) in Learning Context
Besides the previous two issues above, another interesting issue of EFL policy related
to this study is the intensive exposure to English use in the learning context. This was
first reflected by the enforcement of the English-language curriculum in 1996 and the
support of international schools and English-program schools, as in the previously
mentioned strategic plan (Ministry of Education 2006: 1), which completely required
learners to use English most or all of the time throughout English classes or all classes.
This implies these top policy makers' attempt to expose all learners to English
language in the learning context. Moreover, even the current educational policy
issued by the Office of the Education Council (2008: 8) also suggests a similar
concept through the focus on EMI, saying that a major format of Thai formal
education is 'international education provided by using languages other than Thai
(generally English) as a medium of instruction.' This emphasised the policy makers'
plan for teaching English both as a subject of instruction, or 'a target of instruction'
(Cooper 1996: 161), and as a medium of instruction. It is remarkable that English
was planned to be both taught as the target language and used as a medium of
instruction in this EFL context.
Recruitment of Native-speaking English Teachers with Qualification from
Native-speaking Countries as Resource of EFL Instruction
The fourth issue of EFL instruction specified by the top policy makers in the
formulation level is the recruitment of native-speaking English teachers with
qualifications from English-speaking countries as a major resource of instruction in
primary and secondary schools. This issue was raised by the Ministry of Education
(2006: 7) as part of Strategy 3: Development of Communicative English Language
Teaching in the Strategic Planfor English-language Teaching Reform to Increase the
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Competitive Potential of the Country, with a budget around 50 million baht a year.
This issue of recruitment was later emphasised again as the major component of ELT
development after the announcement of English as a second language in education
(Ministry of Education 20 11b). Even though the announcement was cancelled, the
plan of recruiting native-speaking English teachers was still confirmed, as seen in the
article by the MoE Operations Center (2011). So, the recruitment of native-speaking
English teachers is still supported by these two ministries for further development of
ELT in Thailand.
In brief, all of the issues raised above were just reviewed from the relevant documents
as the espoused policy relevant to this EFL instruction with EM!, which look forward
to being voluntarily implemented into the policy-in-action by any relevant
organisation further.
4.4.2 Middle Tier: School Administrators' Translated Policy
In this middle tier, the issues of language learning policy formulated in the first tier
were taken over by the university/school administrators as both the policy makers and










Figure 4.3: Middle-tier Policy Translators in Three-tier Hierarchy of Language Learning Policy
However, only two of four policy issues, EFL introduction in early years and
recruiting native-speaking English teachers as the resource of EFL instruction, were
translated into more concrete plans, as follows. The concept of EFL introduction in
early years was translated in 2009 into the arrangement of a pilot program of EFL
instruction with EMI in Academic Year 2009 in this demonstration school. This EFL
instructional program started in June 2009 and ended in 2010. This pilot program was
specifically planned for all Kindergarten 3 classes in this school, with a native-
speaking English teacher teaching each class for two 30-minute periods each every
week. The arrangement of this EFL pilot program was implemented for the following
reasons. Firstly, the learners in K3 level tended to be ready for learning a foreign
language, like English. According to the learners' qualification required by the
criteria of the Curriculum Guide for Early Childhood Education B.£. 2546: For
Children Aged 3-5 years [online] (Office of The Basic Education Commission n.d.:
30 & 35), as previously mentioned in 4.2.2, the learners in K3 level were generally
accepted to be ready with some previously-prepared skills to learn a new language.
Secondly, this introduction of English to these learners with readiness at the
beginning level could be considered as part of ELT promotion in the whole system of
Thai formal education as specified in the article Ministry of Education Adapts ELT
Strategies (Ministry of Education 201Ia). In this article, ELT was to be promoted
from the beginning to the end of formal education, as well as afterwards, as evidenced
by the fourth and fifth plans of the 5 integrative plans. These learners' readiness and
the ELT promotion in this early stage partly helped to gear up ELT in the next stages.
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As a result, the policy issue of EFL introduction in early years turned into this EFL
pilot program with EM! to K3 pupils in this demonstration school.
Moreover, the policy issue of recruiting native-speaking English teachers with
qualification from native-speaking countries as the resource of EFL instruction was
also translated more clearly at the same time as the instruction delivered by this
native-speaking English teacher with her qualification from the United States of
America and experienced in teaching English to young learners. This native-speaking
teacher was the only teacher assigned to teach English in all of these seven classes in
this context. With her little knowledge of spoken Thai, this EFL instruction was thus
delivered in English, with no Thai at all, according to the observations. This was
confirmed in the interview with her (Turn 50) that she could not speak Thai.
Moreover, this teacher also insisted on no Thai to be spoken in class, as in Turns 97-
100 below.
Turns Description Remarks
97 R: But I noticed that you could not ... let the students distract one From the interview
another. with the teacher.
98 T: Right. That doesn't help.
99 R: I know. I understand that. Otherwise, you have to delay your
instruction.
100 T: Urn hm. WeB, their distractions are always going to be in Thai,
which doesn't facilitate the exposure of English.
(Source: Teacher Interview)
Furthermore, this use of English as the only medium was also confirmed by the
information gained from the class advisors and the observations in Weeks 10-15.
Co-incidentally, the implementation of this policy issue also implicitly led to the
translation of another policy issue, the intensive exposure to English in the learning
context.
In brief, two policy issues of EFL introduction in early years and recruiting native-
speaking English teachers as resource of EFL instruction were translated into two
more specific plans with details in this middle tier. However, the other two policy
issues formed in the top tier of the language learning policy, proficiency in
communication and intensive exposure to the language in the learning context were
not explicitly implemented in this level, even though the intensive exposure to the
93
language was implicitly incorporated with the two explicitly implemented issues, as
discussed above.





Figure 4.4: Bottom-tier Policy Implementers in Three-tier Hierarchy of Language
Learning Policy
In this bottom tier of this hierarchy, the two remaining policy issues, proficiency in
communication and intensive exposure to the language in the learning context, which
had been previously formulated in the top tier but had not been translated in the
middle tier, were fully implemented here by the native-speaking English teacher.
This English teacher had full authority in making decisions, in both terms of
administration and instruction, as either the sole policy maker or policy implementer
in the bottom tier, and she was the only English teacher in this EFL program. Having
been formulated in the top tier, these two incompletely implemented policy issues
were implemented in combination with each other and the issue of instruction with a
native-speaking English teacher into the more specific acts of language policy in this
level. According to the following excerpt from the teacher interview, the
94
implementation of the policy issues of intensive exposure to the language in the
learning context and proficiency in communication were elaborated, as follows.
Turn Description Remarks
s
I R: What is the focus of your teaching in Kindergarten? From the interview with
the teacher.
2 T: The focus is exposure. I am using the natural approach to
teach English to young learners. Much the same way we
each learned our own needed languages. Our parents and
teachers do not sit down and teach us the parts of speech.
They talk to us, and by exposure, we pick up the meanings
and the pronunciations. Later, when we are older in school,
we begin to learn the technicalities of our own language.
Because it is too frustrating to try to teach that to young
learners in the native language or any other language. The
fact that I play with the students is the communication styles
to open them up to listening and learning the new language.
(Source: Teacher Interview)
This policy implementer claimed to implement the former policy issue by having
learners exposed to English in this EFL learning context, according to one concept in
Krashen's Natural Approach (NA) (Krashen & Terrell 1988: 18-21) proposing that
language is acquired through its use in 'natural, communicative situations' (p.18). In
other words, learners can acquire language ability when they are exposed to the
situation in which they are required to use the language for communication. So, NA
focuses on 'the acquisition of the ability to communicate messages using the target
language' (p.58), especially with native speakers of the target language. At this point,
the latter policy issue, proficiency in communication, is implicitly implemented.
Through such communication, learners also gain some 'more comprehensible input'
to increase understanding of the language, but not necessarily with 'oral production'
(lbid). Similarly, Kiely and Rea-Dickins (2005: 134) also recommend native teachers
as a linguistic and cultural resource for learners to be exposed to and to draw upon
their comprehension. A similar idea was also emphasised by this policy
implementer's claim of promoting language acquisition through learners'
communicative use before drawing upon comprehension, as in Tum 2 in the interview
above.
Briefly, according to the classroom observations and the teacher interview, two policy
issues formulated in the top tier EFL introduction in early years and instruction with a
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native-speaking English teacher were combined and implemented in the middle tier,
in the form of an EFL instructional program to the Kindergarten 3 (K3) learners in
this demonstration school, taught by the only native-speaking English teacher. The
other two issues, proficiency in communication and intensive exposure to English in
learning context, were finally implemented in the bottom tier of this hierarchy.
However, the issue of instruction with a native-speaking English teacher was also
combined with the latter two issues in this bottom tier. With the implementation of
these four language policy issues, the focuses of this specific curriculum of this EFL
instruction are reflected in the following areas: notions of literacy: components of
instruction: andfeatures of lesson contents, as follows.
4.4.3.1 Notion of Literacy
According to the notion of literacy as 'the ability to read and write' (Kern 2000: 3) or
the ability 'to utilise these (reading and writing) skills in a socially appropriate context'
(Delgado-Gaitan 1990 cited in Blackledge 2000: 4), this EFL curriculum focuses on
the following features of literacy: text-centric; and socially constructed, as follows.
Firstly, the literacy of this EFL instruction partly involves descriptions in texts, or
'textual description' (Kern 2000: 3), which is a common feature at the start of most
EFL curricula (/bid). This emphasis on textual description requires learners to be
accurate in language structure and rules, as well as writing, without seriously
concerning communicative use. The evidence of this text-centric literacy was
illustrated in the instructions of vocabulary and writing such as the introduction of
clothing words in the story Zara Zebra Gets Dressed in Week 11 and the instruction
of writing about clothing words in Week 13, as well as the reviews of colour words in
Weeks 12-13, as in Appendix 4. First of all, when these clothing words were first
introduced in Week II, the written forms of the words were shown on the board
before these words were spelled out loud and read to the learners. This lesson
presentation through writing and spelling shows the focus on the language form as
part of literacy. Similarly, the reviews of colour words in the instruction in Weeks
12-13 were also conducted in the same way. The teacher presented the written forms
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of the colour words on the board, before having the learners pronounce the initial
letters of each word as the benchmarks to remember these words. Later, these words
were sometimes spelled out, too. This particular instruction emphasises accuracy in
one of the language components, the sound system, as part of literacy in this EFL
instruction. This feature of literacy corresponds to Kern's concept of 'text-centric'
literacy which focuses on the language rules and writing, and is common to most EFL
instruction at the beginning levels in most EFL curricula (lbid). The focus of literacy
on language structure and rules to some extent is appropriate for this beginning level
of EFL instruction, as it provided these early-years learners with some benchmarks as
the basic components of the language they are learning, English. Though instruction
was first aimed to be communicative, it is inevitable to focus on texts while providing
these young learners with the language input here.
Secondly, the literacy of this EFL can also be considered as 'cultural practices', or 'a
socially constructed phenomenon', as Blackledge (2000: 2) defined, '[T]the practices
of literacy ... depend on the context.' According to classroom observations, most of
literacy skills and knowledge in this EFL instruction were planned to be built up with
details from particular contexts in most lessons. A good example is the activity of
reading Zara Zebra Gets Dressed, which introduced the vocabulary of clothes and
colours to these K3 learners, in Week 11. In this lesson, the teacher presented the
information about clothes that Zara Zebra, the character in this story, wore through
the coloured pictures of the clothes. The learners' comprehension about the clothing
words was drawn upon with all information available in the pictures, for example,
what each piece of clothing was like, on which part of Zara's body each particular
piece of clothing was put, and what colour each piece of clothing was, as illustrated in
Figure 4.5.
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Figure 4.5: Socially Constructed Literacy in Concepts of Zara Zebra's Clothes
With the accumulation of these details about the clothes, like the colours, the form
and the position of the clothes, the learners' required knowledge about the clothing
words was built up in this socially-constructed context. At the same time, the
knowledge about the colour words was also drawn upon through the details of other
things in this learning context. So, in this basic level, the context that constructed the
details of these clothing and colour words was lara's living context, or society, in this
book. In the higher level, the context where lara stayed also provided some
knowledge about a particular cultural context, e.g. the context of a cold country where
a sweater is generally worn, which is different from the context of the learners'
country where a sweater is hardly worn. At this point, literacy was constructed at a
higher level than the classroom setting, namely in the community setting where lara
was. However, such socially-constructed literacy may also bring problems to these
learners if inadequate information is provided, for these learners were in a different
community setting that was different from the one this character, Zara, was set in.
In addition to the points raised above, this socially constructed literacy also leads to
the learners' development of thinking, as discussed later in Development of Thought
in 4.4.3.3. Having attempted to build up their own understanding from the learning
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context, these learners moved from the level of hardly having any concepts about
these clothing words to some higher levels of gaining some ideas about the words.
4.4.3.2 Components of Instruction
Having observed these Kindergarten 3 classes in Weeks 10-15 and interviewing this
native-speaking English teacher, in the respect of classroom activities, teaching
methods and pedagogy and teaching materials, this EFL instruction was found to
focus on four major components: communicative context with spontaneous activities;
use of English as a sole medium of instruction; task-based language teaching; and
interaction with non-negative feedback.
Communicative Context with Spontaneous Activities / Spontaneity
The communicative context of this EFL instruction resulted from the features of
curriculum and literacy, as follows. Firstly, this EFL curriculum aims to expose the
learners to communicative contexts with spontaneous activities along with the tasks
assigned in the classroom activities arranged in the topic order. According to the
class observations in Weeks 10-15, the learners were asked by the teacher to perform
some tasks without any preparation beforehand, as in the introduction of clothes in
Week 11 and in the identification of clothes and colours in PowerPoint slides in Week
13. In these activities, each learner was assigned with a particular task, like
identifying the term for each piece of clothing the teacher pointed to or finding the
colour the teacher assigned. None of the learners knew beforehand what they would
be assigned, for the teacher did not provide any hints about the organization of the
items provided in the lessons at all. All the items, like clothes, used in the activities
were randomly picked up by the teacher in no specific order. In one way, this
stimulated the learners to be enthusiastic all the time and always ready to
communicate. So, to some extent, the learning situation here can be considered as
realistic or natural. This is quite close to the concept of the existence of a natural
setting which leads to spontaneous communication in language acquisition principles,
like NA (Krashen & Terrell 1988: 18), which is one of the teacher's prevailing
99
concepts as illustrated in 4.4.3, Communicative Language Teaching (CLT) and TBLT
(Richards & Rodgers 2001: 161 & 223).
Secondly, this EFL literacy was also drawn upon from such a communicative context,
not merely from the language components ranging from the most basic level, like
letters, to the more complex levels, like words or sentences. Likewise, all four
language skills, namely listening, speaking, reading and writing skills, were also
integrated so as to lead to language learning in each classroom activity, with the major
focus on meanings in each particular situation. So, the emphasis on the language
skills varies along the nature of each activity. For example, in the activity of
introducing clothing words in Week 12, the listening and reading skills were
integrated in the teacher's presentation of the story Zara Zebra Gets Dressed. With
the help of these two skills, the comprehensible input of the lesson, like the clear
pictures of Zara and her clothes in colours in this story, was presented to learners.
Then, the learners could develop their understanding from the information available
while communicating in the target language. In brief, the language learning context
here is quite communicative with spontaneous activities that stimulate learners to
interact to the situations and communicate along the meanings in the situations before
gaining comprehension about the particular language use.
Use of English as a Sole Medium of Instruction
In this EFL instruction, English was used as a sole medium of instruction, according
to the classroom observations and the interview with the teacher. According to the
observations in Weeks 10-15, this EFL instruction was always delivered in English by
this native-speaking English teacher. Moreover, due to the fact that this teacher was
the only instructor of this EFL program who could hardly speak Thai and that she also
prohibited the use of Thai in class, the use of Thai in these EFL classes was virtually
nothing. In spite of the availability of Thai-speaking class advisors and teaching
assistants in class, the learners' Ll, Thai, was not allowed for communication at all,
except when the teacher requested it, which was very rare. It was prohibited for these
class advisors and the teaching assistants to speak Thai to the learners or provide them
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with any hints in Thai while the instruction was delivered. Furthermore, these class
advisors and teaching assistants did not take part in this EFL instruction at all. So,
this EFL instruction can assume to be with English as the only medium of instruction
(EMI).
Moreover, this plan of EMI was explicitly confirmed by the teacher's intention, as
specified in the same excerpt from the teacher interview in 4.4.2. In the interview, the
teacher mentioned 'distractions', that were occasional communication among learners
in Thai. The teacher considered these communications in Thai as distracting her
children from the English lesson and not facilitating their English learning. If this
was so, then the acquisition of English, or "'picking it up" (Krashen & Terrell 1988:
18), through the EM! use for communication, would probably not take place, as
discussed by Carless (2008) and Kiely and Rea-Dickins (2005: 132).
With the EM! use, this learning situation with the constraint of language barrier
between the learners and the teacher forces the learners to acquire the language in a
natural way so as to communicate with their teacher. So, the learners were supposed
to pick up the language through the teacher's presentation of 'comprehensible input in
the target language' (Richards & Rodgers 2001: 185), in the same way as when an L1
is generally acquired in early years. To achieve this, learners could respond in various
ways, in words, phrases or even with non-verbal reactions, just to communicate with
their comprehension in the learning situations. This stimulated learners to learn the
language in the way proposed by the Natural Approach (pp.18-2l) and also to
develop their learning to the higher level, as Vygotsky proposed in his Zone of
Proximal Development (Meadows 2006: 309).
However, it is also possible that this use of EMI was partly limited due to the fact that
there were also some possibilities that the learners could hardly communicate with the
teacher when they were out of ideas or ways to -communicate with the teacher about
their ideas, feelings and attitudes, especially at this early age, even through non-verbal
language which is certainly international with no language barrier. Similarly,
miscommunication between this teacher and these learners can also happen due to the
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differences in their cultural background, as discussed further in Chapter 6. This
exclusive use of English in this EFL instruction to such early-years learners is quite
distinguishing and surprising for them in this situation with their regular curriculum in
Thai, not in English.
Task-Based Language Teaching
The third component of this EFL instruction that is worth considering is the task-
based language teaching (TBLT) approach. This EFL instruction was conducted
along TBLT, according to the definition of tasks as 'activities that call for primarily
meaning-focused language use' (Ellis 2003: 3). In particular, tasks here were used in
the weak form of TBLT approach (Brewster & Ellis, with Girard 2002: 45), in which
these learners just used the language with particular purposes in particular contexts
regarding the purposes in order to produce some language outputs related to reality
(Foster & Skehan 1996: 300). For example, in the lesson of Week 10, these young
learners were assigned the tasks of matching the sounds of the initial letters of the
toy72words with the toy words. The language output was the identification of the
representatives of these sounds and of the words the learners learned. To have the
learners produce the language output to show their learning, two tasks were assigned
to these learners, namely I) finding the initial letters of the words for toys from the
pile of foam letters (made of foam) mixed together and 2) lookingfor the toys with the
words beginning with the letter the teacher specified from the pile of toys mixed
together. When the teacher would like the learners to learn about the word 'bowl' or
/boul/, for instance, a learner would be first assigned to find the representative of the
sound fbi:/, or the foam letter 'B' here. In this way, the learners needed to be able to
identify the coherence between the sound fbi:/ and the rough representative of the
sound, which is the foam letter 'B' here. At this stage, the learner used the sound fbi:/
as a conceptual tool to perform the first task of finding the language letter 'B'. Later,
the same learner was assigned to find a toy which represented a word beginning with
'B', namely the concrete image of something, like a bowl here. To achieve this, the
72 The word toy here particularly refers to anything that appears in the artificial form. particularly used
as a teaching prop for instruction only. For instance, toys can be artificial forms of animals.
kitchenware or even fruit or vegetables.
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learner needed to realise the meaningful concepts of all toy words they had previously
encountered, before making a decision about the selection which was based on the
coherence between the word /baul/ and the sound /bi:/, as in Figure 4.6.
Figure 4.6: Concepts in Tasks of Matching
(Source: The bowl picture was derived from http://3lst-and-chi.blogspot.com/20 10/1Ozbowl-cut.html+")
In this way, TBLT approach became a component of this EFL instruction which did
not promote language acquisition in a traditional way, through the process of
language learning 'in steps from the easy parts ... towards the harder parts' (Foster
1999: 69), but through meaningful activities with interactions which are similar to the
activities in the real world (Foster & Skehan 1996: 300). The plan of using such tasks
in the weak form of TBLT as in the lesson above is quite interesting in the following
aspects. Firstly, it would stimulate learners to develop their thinking rather than have
them learn the lesson by heart, which corresponds to Lantolf's idea (2000a cited in
Ellis 2003: 176) about mediation through tasks. Secondly, with closed tasks " which
'require student to reach a single, correct solution or one of a small finite set of
solution' (Ellis 2003: 89), as described above, the direction and outcome of most
lessons was supposed to be clear and specific. So, these planned tasks seemed
meaningful to these learners and contained accurate purposes for learning. However,
this use ofTBLT among these young learners becomes a challenge, especially subject
to Carless (2008: 331) and Duran and Ramaut (2006: 47) who did not really agree
with the application of TBLT with early-years learners, which will be further
discussed in Chapter 6.
73 This picture of bowl is provided in place of the picture of the artificial bowl the teacher used, for the
pictures could not be taken due to the tiny sizes of all toys.
74 Ellis (2003: 89) defined 'closed tasks' as the tasks that 'require students to reach a single, correct
solution or one of a small finite set of solution; and 'open tasks' as the tasks 'where the participants
know there is no predetermined solution' but they are 'free to decide on the solution' of the learning
outcome.
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Interaction with Non-Negative Feedback
The fourth interesting component of this EFL instruction is interaction with non-
negative feedback. In the teacher interview, this component was explicitly claimed to
stimulate the language acquisition, as one of the curricular focuses, as in Tum 96.
Turns Description Remarks
96 T: ... So, it's selection and exposure, interaction, repetition. And From the interview
overall there was positive feedback. It's like when the kids with the teacher.
picked up the wrong things on the floor, I told them what they
picked up. I did not say, 'No, that's wrong.' I told them the
name of what they picked up.
(Source: Teacher Interview)
Instead of a negative judgement, like 'No, that's wrong.', given to the learner who
picked up the wrong thing on the floor, the teacher suggested avoiding such negative
feedback and instead giving some non-negative feedback, like the identification of the
thing the learner picked up, instead. On one hand, such non-negative feedback is
equivalent to 'low classroom anxiety', one of the three 'affective or attitudinal
variables,75 in the Affective Filter Hypothesis in the Natural Approach, one of the
major concepts the teacher claimed to support this EFL instruction (Richards and
Rogers 2001: 183). Second language acquisition is supposed to happen in 'low
personal anxiety and low classroom anxiety'. On the other hand, the teacher's
identification of the thing the learner picked up, also provided the learner with some
guidelines for this learning. This helps this learner 'mediate the world', or draw upon
this learner's comprehension, as suggested by Vygotsky (Cameron 2001: 6) and
Bruner (p. 8) by combining the object, the thing the learner picked up, and the idea, or
the concept of the world, together.
Moreover, in Turns 160-162, the teacher's interaction with non-negative feedback
implies that the teacher had previously planned to provide her learners with such low
75 With his belief in learners' 'emotional state or attitudes' as affecting language acquisition, Krashen
proposed the Affective Filter Hypothesis (Richards and Rogers 200 I: 183), which mentioned three
affective/attitudinal variables which affect to second language acquisition: motivation (high
motivation); self-confidence (self-confidence and good self-image); and anxiety (low personal
anxiety and low classroom anxiety).
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anxiety through funny and non-serious feedback, like her silly faces and her
'screaming-aut-loud' (Teacher Interview).
Turns Description Remarks
160 T: they can't be stressed too much. My silly faces ... From the
interview with
the teacher.
161 R: (Slightly laughing) Yes, I can see that.
162 T: My screaming-out-loud to be funny is very deliberated, is very
planned. I don't want the children to be afraid of mistakes.
And I know where it comes from. I've seen children here being
hit. And if I were going to be hit for making mistakes, yes
what, I wouldn't have tried. Would you? It's not worth being
hit.
(Source: Teacher Interview)
Regarding the presented idea above, interaction with non-negative feedback was
planned for encouraging learners and drawing upon their understanding. The
examples of this were evidenced via the interaction with the teacher's pause of action
and repeated command, 'Your right foot..., not your left foot', in a review of Hokey
Pokey (01:14-01:25, WeeklO Dayl Class2 Lesson1: IMGP4719). Both the pause and
the repeated command given to the learners when they did not perform correctly,
provided them with some hints about the incorrectness of their performance, which
stimulated them to reconsider their own action and to do something different, as in the
girl's reactions of changing to stretching her right foot out instead of her left foot as in
Figures 4.7 and 4.8. Meanwhile, the repeated command also provided another hint of
learning through identifying the concepts of 'left' and 'right'.
Turns Description Remarks
1 T: Put your right foot in. IMGP4719 _25 janlO_class
(Pausing and looking at a learner.) Your right foot. 2
Right foot, not your left foot. interview learners.nvp
Tree nodes:
2 S: (One looking at her feet and switching to stretching non-negative feedback
the other foot out instead.) non-negative feedback 2
1:14.6 - 1:25.3
(Source: Class Observation: WeeklO Dayl Class2 Lessonl: IMGP4719)
105
Figure 4.7: Learner Stimulated to Reconsider Her Own Action
(Looking at Her Stepping-forward Leg)
(Source: Class Observation: WeeklO Day] C]ass2 Lesson I : IMGP47]9: 1.22)
Figure 4.8: Learner Stimulated to Change Her Action (Changing to Stretching Her Right Leg
Out instead of Her Left One)
(Source: Class Observation: WeeklO Day! Class2 Lesson I: IMGP4719: 1.25)
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Regarding the idea above about the interaction, the use of repetition according to
Krashen's concept of 'spiral learning approach' (Krashen & Terrell 1988: 60), was
also planned, as part of the interaction with non-negative feedback, to improve the
learners' learning to a better level, as specified with the idea of i+176, which the
teacher called 'L+l', in the following excerpt from the teacher interview.
Turns Description Remarks
21 R: .,. Do you also focus on the series of the lessons? Or it From the interview
doesn't matter whether they are in the order you have with the teacher.
planned.
22 T: [...] Because I use the spiral learning approach,
repetition and increase of a skill. In Krashen's book on
the Natural Approach, he calls it 'L+l.' In order for you
to grow in a language and in a learning, we have to meet
where your learning is right now and add just a little bit
new, and then practice that or rehearse that to
incorporate that into your learning. So, you knew LI is
more standing than it was. So, we add just a little bit
more there ....
(Source: Teacher Interview)
This concept of i+l from Krashen's Input Hypothesis above suggests the 'natural
communicative input', or the input in one level above the leamer's language
competence, as a tool to develop learners' learning along the "'natural order'" to the
level which is higher than their own current level of 'linguistic competence' (Schutz
2007). Based on this concept, repetition, or the teacher's 'spiral learning approach'
(Tum 22), was used as part of the interaction with non-negative feedback to develop
the learners' learning in a natural way to the level higher than their current level. This
use of repetition for interaction aligns with what Williams (2000) recommended as a
tool to reinforce learners in learning, as reviewed in 2.3.3. An example of this spiral
learning approach was the repeated Hokey Pokey practice which was planned weekly
throughout the period of classroom observations, except Week 15. This repeated use
of interaction with non-negative feedback here was advantageous because it provided
these young learners with some opportunities to practice thinking on their own
without being directly taught, but through interaction, before getting insights. This
76 The ideas of 'i+ l ' is derived from the Input Hypothesis in Krashen's Natural Approach, which
states that people 'acquire (not learn) language by understanding input that is a little beyond our
current level of (acquired) competence' (Krashen & Terrell 1988: 32). The current level of the
learner's competence is the stage called 'i', whereas the stage immediately next to this is called 'i+ l'
(lbid).
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aligns to the concept of mediation in second language learning in sociocultural terms
(Lantolf 2000a cited in Ellis 2003: 175) which proposed that interaction could partly
develop the mediation in second language learning. Similarly, the leamer's
improvement to the level beyond their current ability also aligns to Vygotsky's
concept of Zone of Proximal Development (Meadows 2006: 309). Likewise,
Williams (2000: 254) once claimed that the use of repetition also decreased the use of
Ll in class.
4.4.3.3 Features of Lesson Contents
Besides the notion of literacy and the distinguishing components of instruction above,
another distinguishing focus is on some particular features of the lesson contents.
This EFL instruction to these early-years learners consists of the following features of
lesson contents: implication through coherence; actions for thoughts; clarification of
concepts with details; and development of thoughts.
Implication through Coherence
The first interesting feature of lesson contents worth considering is implication
through coherence, or application of one item to refer to another or others linked or
related so as to indirectly lead to the expanded idea about the secondarily mentioned
item/items. In this study, the use of implication promotes the learners' EFL learning
in a communicative way through coherence between sounds and letters (phonics)
(Brewster & Ellis with Girard 2002: 110-111); coherence between letters and images
(breadth learning); and coherence between initial letters and words.
• Coherence Between Sounds and Letters (Phonics)
The use of coherence between sounds, both individual sounds and sound blends, and
the written forms of sounds, like shapes of letters or word parts or words, as part of
phonics teaching (Cameron 2001: 149-150; Brewster & Ellis with Girard 2002: 111;
and Browne 2009: 27;) was used to mark the learners' recognition of how words were
'''sounded out" (Brewster & Ellis with Girard 2002: 111). According to the lesson
plan (Appendix 4) and the classroom observations, the use of phonics was explicitly
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planned for the topic of 'letters/sounds match with toys' in Week JO and of colour
words in Week 12.
Although the promotion of 'word cognition' through this technique of phonics is often
considered as appropriate for teaching reading to L1 learners who are already familiar
with the spoken language, it wass still effective in this EFL situation to some extent.
These learners could learn the language, without necessarily starting from learning the
smallest language elements, like letters, to the larger elements, like words, sentences
etc., as in the traditional way, but conversely just from meaningful parts of the
language, like words or word parts, through the phonics teaching as discussed above.
In other words, with this help of phonics, this EFL instruction became
communication-oriented to some extent.
However, this exact use of phonics teaching transplanted from the American style of
teaching raises doubts about how effective this phonics teaching could draw upon
these learners' literacy. This resulted from the fact that these learners were quite
limited to the exposure of word concepts necessary for their learning, for they learned
this language as a foreign language, not as their first one, especially in the non-
English-oriented context. Then, the availability of word meanings must not exist
everywhere as in an English-speaking context, as in the United States. So, it should
be taken into consideration whether the direct transplantation of this phonics teaching
as this policy implementer, the teacher, did, is appropriate or not. Moreover, this also
traces back to the consideration of how vague this EFL learning policy appeared in
the middle tier, which allows this policy implementer to have full authority to
implement this language learning policy mostly in her own way.
• Coherence Between Letters and Images (i.e. Breadth Learning)
Another use of coherence in this EFL curriculum is the one between letters and
images, which this English teacher called breadth learning, as in the following
teacher interview. Breadth learning, according to the teacher, is the action of
diversifying the same lesson content in different forms, with the coherence between
letters and images. This coherence was implicitly included in the lesson planned
109
before the class observations, namely in Week 4, in the lesson called 'Use "L" for left
hand' (Appendix 4). Moreover, this coherence was noticeably used mostly in
classroom observations, especially with the song Hokey Pokey and the display of any
left-hand part of the body, like the left foot (02:19-02:58, WeeklO Dayl Class2
Lesson I: IMGP4719). The coherence between the letter 'L' and the image of 'L'
shaped by the left hand was planned to mark the learners' cognition about the word
'left' and its initial. This use of coherence is evidenced in the following excerpt in the
teacher interview, where other forms of breadth learning, like forming letters with
hands and fingers and drawing letters on the teacher's back, on the board or in the
sand, were also planned, as specified in Turns 24 and 26 in the teacher interview.
Turns Description Remarks
22 T: ... I also do Breadth Learning. It's The Spirit comic in From the
America ... interview with the
teacher.
23 R: Is it something like oral drills?
24 T: Well, that's the repetition of the same thing over and over again,
but what I do is a broadening of that. For instance, when I
teach children, this is the letter' A' made with my fingers ....
r ... 1
26 T: When I teach, this is the letter' A' and you haven't been around
this series because it was all the first term. I also taught them to
form the letter' A' on my back, to shape it and to write it on the
board, and to put out several letters to form letters and pick up
one that is A. Those are different styles of recognizing letter
'A', rather than just repeating it back, recognizing it in different
... media, so to speak. Sometimes, I haven't done this here but
I have elsewhere. You take a box and you could even put your
sand in it. And you have the children form the S's or the A's,
whatever the letter is. Then you do like that and the next child
can do in the same box. And then having them put it on board
with a pen is one way. There are many different ways of
expressing the same thing. And that is breadth, 8-R-E-A-D-T-
H.12:07
(Source: Teacher Interview)
According to the illustrated use of breadth learning in this research study, it is
possible to assume that this way of drawing upon EFL literacy was partly influenced
by the American style of English language teaching. This was evidenced by the
information in Turn 22, namely the idea of Breadth Learning was derived from a
popular American comic called The Spirit, which was used as 'an instructional
medium' or 'a teaching tool' (Adler 2011). This comic was claimed to present some
visual images for learning (Cavna 2011). This technique of breadth learning was to
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some extent quite useful for these EFL learners, by relating the letters to simple and
similar images for their recognition of letters.
Such correspondence between letters and images is quite rare in these learners' first
language acquisition, especially at the start of school education, due to the different
shapes of letters in English and Thai. Each letter in the English alphabet consists of
lines that are simple, whereas, most letters in the Thai alphabet contain different lines
in various and, sometimes, complex forms. So, such differences in appearance
between the English and Thai alphabets lead to the issue of the learners' familiarity
with learning through breadth learning, which is more time-consuming. Likewise,
since breadth learning depends much on the socially-constructed contexts with these
letter images, it also raises another issue of conformity between the anticipated EFL
literacy and implementation of this language learning policy: to what extent the use of
this coherence between letters and images could mark the learners' cognition of the
English alphabet. This results from the fact that these Thai learners do not visually
encounter these letters in the English alphabet as often as American learners at the
comparable age who learn English as their Ll do in their English-speaking society.
Coherence between Letters and Words
The coherence between letters and words was also implicitly included in the lesson
contents, even though not explicitly specified in the lesson plan. This coherence was
used when the teacher introduced some new words with the primary focus on the
meanings, not the structure of the words. So, the teacher did not have these learners
spell the words she introduced and remember them by heart but suggested to them the
first letter in each word as a benchmark for recognition. An example of the plan for
this coherence use was derived from a classroom observation on the instruction of
colour words (06:59-14:56, Weekl2 Dayl Classl Lesson I: IMGP474 I). At the
beginning, the words of colours were first written on the board with the things in
those colours placed under them. Then the teacher had the children pronounce the
whole words with the focus on the first letter of each word (12:26-12:44). This
coherence between the first letter of the words and the words was planned as an
important element to mark the learners' recognition of both the concept and the
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written form of these colour words in spite of their lack of knowledge about the words
in this language. On one hand, this simple and crude attempt helped these children to
learn these words without first worrying about all details of the words, so it is
assumed to promote communicative use in the language. On the other hand, this
coherence can also spoil the learners to pay less attention to some significant elements
in the language they need to know later on, like word components. This was
evidenced by an interview (00:08-03:20, Leamer Interview: 9.4774/phm) with a
learner who correctly identified the word 'purple' on the board for the colour. This
learner identified this coherence as his benchmark to recognise words. However,
when this learner was asked what he would do if he simply had to choose between the
two words, 'purple' and 'pink' which both begin with 'p', he kept quiet and admitted
that he did not know because he was merely suggested to look at the initial letter in
order to recognise each word. As a result, this planned coherence as a feature of
lesson contents can, to some extent, also lead to some inaccuracy in language
acquisition, if it is used inappropriately.
Actions for Thoughts
Besides the implication through coherence, the concept of actions for thoughts is
another interesting feature of lesson contents planned for this EFL instruction. In
connection with the concept of exposure to realistic situations, learners were exposed
to some actions in the classroom lessons, mostly copying the teacher at first, as
specified in the following interview.
Turns Description Remarks
32 T: ... And I want you to know that the very first day of school I From the interview
sat in a little chair in front of them. I did not stand. When I with the teacher.
said 'up', I went on like this and I stood up. So, they did, too.
(Source: Teacher Interview)
This exposure to actions corresponds to Piaget's concept of assimilation, which is
claimed to be a stage of having actions stimulate children's thoughts through imitation,
in his Theory of Development (Cameron 2001: 2-5). The teacher planned to have the
learners imitate her actions before getting the concept of what she intended to teach.
In one classroom observation (00:11-01:42, Weekl0 Dayl Class I Lessonl:
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IMGP4717), the instruction of greeting showed the plan for assimilation. The teacher
first arranged to show the action of greeting so as to have the learners imitate her. At
the same time, this action was also expected to bring in some changes in the greeting,
like the adaptation of the name for each participant. Such adaptation planned in this
lesson corresponds to Piaget's concept of accommodation, in which a child adapts the
action he/she imitates from adults for its practical use according to hislher
understanding (Ibid). In this situation, the learners imitated the teacher's action of
offering the right hand to their peers to greet and saying, 'Hello, I am .... ' Meanwhile,
the learners also adapted or changed the teacher's name into their own to make
practical use of this greeting. This adaptation showed that the learners could make
sense of this action of greeting and realise that they should change the last part, the
teacher's name, into their own name, for the practical conversation. This evidence
illustrates that actions can lead to thoughts, which aligns to Piaget and Vygotsky's
concepts that children are sense-makers (Cameron 2001: 6 & 38).
Similarly, regarding the classroom observations, there were also times when actions
were introduced together with the language, so as to stimulate the learners to think
and pick up the language by themselves. The example similar to what was mentioned
above is the introduction of actions along with the lyrics in the song Hokey Pokey.
The teacher kept the learners doing the actions while singing along with the lyrics in
L2, without any explanation about the lesson contents, and that these learners learned
to match the actions and the corresponding lyrics in L2. The evidence of this learning
appeared later when some learners could perform the actions along with the lyrics,
without looking at their peers. Moreover, it is also assumed that when the teacher
first introduced this lesson prior to the classroom observations, no explanation was
given to the learners, either. If asked whether this is merely a recitation, not learning,
I, as the observer of this instruction, insist that recitation was not possible for the
following reasons. Firstly, this song is very long demanding the learners to act with
different and various parts of body. Secondly, the teacher, when reviewing this song
did not repeat the whole song from the beginning to the end. On the contrary, she just
randomly picked out some parts of this song for these learners to practice throughout
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the lesson. So, it was not possible for the learners to just imitate the teacher's sung
lyrics and actions and remember them for recitation.
Clarification of Concepts with Details
According to the review of the lesson plan and classroom observations, the concepts
of lesson contents of this EFL instruction were clarified through the exposure to the
language in various aspects, like multi-dimensions and realistic proportions, sounds
and colours, so as to provide some more details about the objects mentioned in the
lessons.
• Multi-Dimensions and Realistic Proportions
The first aspect of concept clarification is the presentation of multi-dimensions and
realistic proportions. According to the review of the lesson plan and the observations
of classroom activities, the lesson contents of this EFL instruction were carefully
planned as close to reality as possible, especially in terms of teaching props. For
example, in the lesson about the vocabulary of toys, the props, like toys, represented
things in multi-dimensions with length, width and depth in the same proportions as in
real life and really helped to facilitate the learners in having those clear concepts and
learning the vocabulary of toys in the lesson. For instance, when the teacher
presented the concept of 'horse' through a horse prop, the prop was a scaled-down
version of a real horse, and it made the learners' concept about 'horse' clear and
accurate, even though in a different size. So, when the term 'horse' would be
mentioned again, these learners should not mistake 'a horse' for other animals, like a
dog or a giraffe, which have similar components but different details in terms of
dimensions and proportions. With the details in these two aspects of props in class,
these learners' EFL learning should be more easily facilitated .
• Colours
Similar to the aspect above, colours were also planned as another element of concept
clarification. In some learning situations in this EFL instruction, colours were also
brought in to indicate a universal feature of things regardless of time and space, so as
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to form these learners' concepts about the things they learned more clearly.
According to the review of the lesson plan (Appendix 4) and the classroom
observations, the instruction of the words for toys was also presented with this aspect,
colours. For instance, the universally orange colour was presented in the orange prop,
in the lesson of 'words for toy' in Week 10. This was useful for the learners to form a
clearer concept of 'orange' in English with this universal colour from the fruit orange.
Therefore, the use of colours helpfully clarifies concepts in these EFL lessons .
• Sounds
The presentation of teaching materials together with sounds was also planned for
some lessons in this EFL instruction. A good example of this was derived from the
instruction of vocabulary in the story The Cat in the Hat. This story was told through
some techniques, like rhymes and onomatopoeia (the use of the words that sounded
like the natural sounds occurring in reality). The techniques with sounds were used
together with some other components in the language to facilitate these learners'
understanding and learning some details about the vocabulary. In particular,
onomatopoeia drew upon these learners' socially-constructed literacy (Kern 2000: 3
& 16-17) with the use of natural sounds. However, it is noticeable that the
onomatopoeia displayed in such teaching materials, like The Cat in the Hat, was
derived from western culture, for this teaching material was produced for L1 learners.
This also raises another issue for consideration, namely whether some exotic sounds,
like 'bang', presented through such techniques would be understandable for these L2
learners and also how the sounds could be understoodfor them.
Development of Thoughts
Regarding Vygotsky's concept of internalisation (Cameron 2001: 7) and ZPD
(Meadows 2006: 308), or Blackledge's concept of the internalisation of cognitive
gain (2000: 3) in Chapter 2, it is assumed that learners can develop their way of
thinking to a higher level when they have the opportunities. As a feature of lesson
contents, some knowledge in lesson contents was not explicitly taught, but presented
through exposure to the language in order to provoke learners' thinking while learning
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the language. The evidence of this is the teacher's presentation of coloured slides in
the PowerPoint program in Week 13 of the lesson plan (Appendix 4). With the
exposure to the language describing the images combining the concepts of colours
and clothes, the learners had to compare and contrast the terms of different colours in
similar clothes in the images. For example, when two different colours were
presented in the same kind of clothes, like 'a green hat' and 'a brown hat' (04:33-
04:47, Weekl3 Dayl Classl Lessonl: IMGP4791), the learners were required to
compare the similar things, 'a ... hat', and the different things, the 'green' and 'brown'
colours of the hat, both verbally and visually, before they could come to the
conclusion about the concept of 'hat' in the language they learned. Similarly, these
comparisons and contrasts of similar clothes in different colours also took place in
another presentation of clothes through the storybook Zara Zebra Gets Dressed. In
this way, these learners were supposed to learn these colour and clothing terms
through the exposure to the language. The only major point is the learners' sensibility
to support their arguments before defining such concepts they learned.
4.5. Summary
The focus of this EFL curriculum was derived from a general policy issued by the
government as a result of the global spread of English and an attempt to acquire
knowledge through English. This demonstration school performed as a platform for
experimenting the EFL instruction to Kindergarten 3 learners, aiming to introduce this
foreign language, English, to the learners when they are ready for learning, especially
learning a new language, as mentioned in 4.2.2.1-4.2.2.2. According to the analysis
of this EFL policy in the formulation and implementation levels of the language
policy hierarchy in Figure 4.1, some interesting issues of EFL instruction are raised in
this context.
In terms of policy, the original language policy was not exactly defined by the policy
makers in the top tier, regarding the data gained from the reviews of relevant
documents. The attempts to reform ELT in Thailand was quite vague with no specific
direction specified by the policy makers in both the top and the middle tiers. So, the
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initiation of this EFL instruction was apparently mainly the ambition of the school
administrators and then later the native-speaking English teacher's. With the transfer
of the absolutely American methods of ELT by this American teacher, a sensitive
point that needs reviewing is the exposure to some cultural contents which are not
available in this EFL context in Thailand.
In terms of literacy, the proficiency in communication was targeted and tentatively
implemented with possibility in this EFL instruction through the help of exposure to
English in the learning environment and to the native-speaking English teacher. At
the same time, the language acquisition for this proficiency was also stimulated in the
formal interaction with non-negative feedback which aligns to Vygotsky and Bruner's
concepts of how small children learn. Moreover, the language acquisition here was
also promoted by both components of instruction, like the communicative context
with spontaneous activities, EMI use, TBLT and interaction with non-negative
feedback, and also features of lesson contents, namely implication through coherence,
actions for thoughts, clarification of concepts with details and development of
thoughts, which all promoted the use of this language either through communication
or exposure to the language.
The use of EMI should be taken into serious consideration due to the fact that the EMI
use with these very young learners can also lead to some problems, like
incomprehensible input that is delivered to learners, as these learners might be too
young to clarify their needs or constraints in the language they are learning. However,
the achievement of this language learning policy should be clearly reflected in the
next chapter (Chapter 5) where the acts of putting language policy into real practice of






.Language use, ... , embodies both individual and social processes. Speakers and
listeners, writers and readers, must carry out actions as individuals if they are to succeed
in their use of language. But they must also work together as participants in the social
units I have called ensembles .... In some quarters, language use has been studied as ifit
were entirely an individual process, as if it lay wholly within the cognitive sciences -
cognitive psychology, linguistics, computer science, philosophy. In other quarters, it
has been studied as if it were entirely a social process, as if it lay wholly within the
social sciences-social psychology, sociology, sociolinguistics, anthropology. I suggest
that it belongs to both. '
(Clark 1996: 3-4)
5.1 Introduction
This chapter presents the latter part of data analysis of EFL instruction to early-years
learners in the area of language use, following the analysis of language learning
policy, Chapter 4. The analysis in this chapter investigates how the language learning
in this classroom practice, according to the aforementioned curricular focuses, is
promoted or impeded by classroom activities, the teacher's performance and
prevailing concepts and the learners' performance and characteristics, according to
the following three research questions:
RQ2: How do the classroom activities constitute language learning opportunities
for the learners?
RQ3: Do the teacher's classroom performance and prevailing concepts about
language teaching support her learners' learning of English in this Thai
school?
RQ4: In what ways do learners' classroom performance and characteristics
promote and impede their learning of English in this Thai school?
This chapter first presents the notions of language use in 5.2, followed by the analysis
of language use in 5.3, according to the concepts in the theoretical framework:
children's learning, task-based language teaching (TBLT) in classroom language use
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and interaction in learning and socio-cultural theory (SeT) in classroom context, as
discussed in 2.2. The analysis was conducted with the data gained from document
reviews, classroom observations and semi-structured interviews with the teacher and
learners' parents and follow-up interviews with learners.
5.2 Notion of Language Use
Language use is considered as 'activities in which people do things with language'
which are both individual and social (Clark 1996: 3-4). On one hand, language use is
social, for an individual learns literacy skills from participating in social practice,
regarding Blackledge's concept of literacy (2000: 2-3). On the other hand, language
use is individual, regarding Ellis and Barkhuizen (2009: 229), for such participation in
'social interaction' leads individuals to learn to do something on their own. This also
requires individuals' cognitive development (Blackledge 2000: 2-3). In this study, the
language use here involves individuals i.e. the teacher and the learners, and the social
processes between the teacher and the learners with the help of classroom activities in
this particular learning context i.e. the classrooms. As a result, language learning and
acquisition in this context inevitably involves the three major components, classroom
activities, the teacher and the learners, as part of language use in classroom practice,
according to RQs2-4 in 5.1.
5.3 Analysis of Language Use
This analysis of use in classroom language practice of this EFL instruction to early-
years learners in this context was conducted with the focuses on classroom activities,
the teacher's performance and prevailing concepts, and the learners' performance and
characteristics, along Research Questions 2-4, as mentioned in 5.1.
5.3.1 Classroom Activities
Classroom activities playa great role in providing learners with opportunities to learn
a language with the growth of skills in that language (Cameron 2001: 21), especially
when the activities are arranged according to the curriculum, or a plan implemented
from the language learning policy. The analysis of classroom activities in this part
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was conducted with the second research question: How do the classroom activities
constitute language learning opportunities for the learners?, as follows.
5.3.1.1 Use of Target Language (TL)
Since all classroom activities in this EFL program were conducted in English, the
target language (TL), these EFL young learners had opportunities to gain some
benefits from exposure to this TL in classroom: development of language skills in
practical use (Nikolov 2000: 23); and cognitive gain (Richards &Rodgers 200 I: 9).
Regarding language acquisition, TL exposure generally tends to lead to better
comprehension of the language (Krashen & Terrell 1988: 20), which is contradictory
to what really happened in this study. Namely, this TL use first brought
incomprehension to learners before stimulating them to later draw upon their
cognitive gain. Moreover, while the TL use in Kiely and Rea-Dickins's study did not
really promote English language learning (2005: 132), the findings of this research
study showed the learning outcome in the opposite direction. In the former aspect of
language skills development, these learners had the opportunity to develop their
language skills, like listening and speaking, through listening to what their native-
speaking English teacher said and also imitating her spoken language, in terms of
expressions, pronunciation and intonation (Cameron 2001: 30; and Richards &
Rodgers 2001: 206), as the provider of native 'language models' and the 'role model[s]
for participation' (Browne 2009: 164). In the latter aspect of cognitive gain for
further learning, these learners, in spite of their limited knowledge and skills in this
TL, were also stimulated to practice thinking about the meaning gained from this TL
(Richards and Rodgers 2001: 9).
An example of the successful development of language skills is the teacher's use of
classroom language 'up' to have learners stand up, as illustrated in the following
classroom observation (04:28.5-04:40.7, WeeklO Dayl Classl Lessonl: IMGP47l7).
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Turns Description References
I T: Boys, up. IMGP4717 25jan I 0 class I
2 Ss: (Boys hurried to get up as soon as they heard the Data anal policy.nvp
teacher's command.) Tree nodes:
Target Language to Learning
Language Forms
TG to LL Form 'up'
4:28.5-4:40.7
(Source: Classroom Observation: WeeklO Dayl Classl Lessonl: IMGP4717)
In this situation, the boys who were the learners the teacher addressed got up as soon
as they heard the teacher's command, 'up' in the target language. Related to this, the
teacher once mentioned in the teacher interview that she had previously used this
expression as a direction in class or classroom language to order these learners to get
up in her very first class, as follows.
Turns Description Remarks
32 T: ... And I want you to know that the very first day of school I From the
sat in a little chair in front of them. I did not stand. When I interview with the
said 'up', I went on like this and I stood up. So, they did, too. teacher.
(Source: Teacher Interview)
It is remarkable that these learners first imitated the teacher's action of standing up
after hearing the teacher's command, 'Up.', for the first time. At this time, the teacher
provided these learners with the use of this command as a native language model and
also acted it out as a role model for ordering others to stand up. Then, as shown in an
observation (00:08-00:16, Weekl0 Day1 Class2 Lessonl: IMGP4719) and also in
other observations, the learners always performed appropriately by standing up
whenever they heard this command. This action implies their development of
language skills in listening through their understanding of the command meaning.
Though these learners did not use this command, 'Up.', in their speaking, but the use
of correct and appropriate action, like standing up, is more than enough to illustrate
their learning of this expression in this target language, at least in the listening skill.
This aligns to the concept of learning through understanding the language without
'oral production' (Krashen & Terrell 1988: 58).
In the aspect of cognitive gain, these learners were stimulated by this use of this TL,
English, in classroom activities, to develop their thinking. A good example showing
how these learners' cognition was developed was derived from the lesson about
122
colour and clothing words according to a classroom observation (19:36-21 :39,
Weekll Dayl Class2 Lessonl: IMGP4735), in which the teacher aimed to teach the
expression 'blue pants' with both colour words and clothing words. Initially, the
teacher showed some 'blue pants' some boys and girls were wearing before turning to
her own 'cream pants', two female teaching assistants' 'black skirts' and one male
teaching assistant's 'black pants', and asked these learners with the question, 'Blue
pants?', pointing at these clothes one by one. At first, the learners just imitated the
teacher's expression, 'blue pants', probably without even realising that it was a
question. Then, with the teacher guiding answers, verbally with 'No' and non-
verbally with her head-shaking for the first and the second questions, these learners
got stimulated to reconsider the concept of 'blue pants' before answering next
questions instead of just imitating them. Consequently, when the teacher repeated the
same question again, pointing at the two black skirts, the black pants and her own
cream pants in tum, these learners gave the correct answer, 'No.' Finally, the learners'
understanding was explicitly confirmed when the teacher pointed at another boy's
blue pants without saying anything, these learners immediately verbally specified
them correctly as 'blue pants'. This oral production, together with the previous
correct answers, 'No', showed that the learners learn the meaning of 'blue pants' in
this target language.
It can be seen that with little or no knowledge of English, the message the teacher sent
with the command 'up' or the phrase 'blue pants' in this TL was first
incomprehensible for these learners. However, with this incomprehension, the
learners were forced to notice something else besides the message in this TL alone,
like the teacher's actions and facial expressions as hints to draw upon their
understanding. Sometimes, these learners needed to compare and contrast things, like
the colours in different clothes, as previously discussed, in the learning context before
coming to their own conclusion about the intended messages in lessons. In this case,
the learners apparently noticed the link between the teacher's action of standing up
and her verbal expression 'up' and also the link between the word 'pants' and the
concept of 'pants' in the pants with different colours the teacher showed, before
noticing the concept of the 'blue' colour in the blue pants. Then, their concepts about
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the terms, like 'up' and 'blue pants', were developed. In other words, the gap
between the messages the teacher tended to send in these two terms and the
comprehension anticipated for the learners was filled with the learners' attempt to
make understanding of terms in TL with other things available in the learning
contexts.
Though there was no exact evidence from any learner interviews confirming this
particular style of learning, some other comparable learner interviews revealed a
similar way of how these learners learned the meaning of the target language from all
the things around them, especially from the teacher's actions and facial expressions,
as specified as follows. In a follow-up interview with retrospective questions to
learners (00:53-01:01, Leamer Interview: 19.4845/jn&e), two girls were asked about
how they interpreted the teacher's action of pointing at their chairs as her intention to
punish them by moving them out of the instruction area. They claimed the teacher's
facial expression of 'a seemingly punishing judgement' as the evidence of the
teacher's intended message. So, they were stimulated to move themselves out of the
instruction area", according to their own interpretation. This can be compared to the
learners' learning about the use and the meaning of the command 'up'.
The concept of stimulating the learners to develop their thinking to the higher level
with the help from the society or people around them, like the teacher here, also aligns
to Vygotsky's ontogenetic domain in Sociocultural Theory (Lantolf 2001: 3) and
Zone of Proximal Development (ZPD) (Meadows 2006: 308) and Bruner's Language
Acquisition Support System (LASS) (Brewster 1991: 3; Cameron 2001: 8; and
Meadows 2006: 309), in relation to Chapter 2, as follows.
In ontogenetic terms, these learners formed their ways of thinking with the help of
this TLlL2 while combining information from the verbal language and other things in
the learning context. At the same time, they also adjusted the TL, not their L1, into
their cognitive process or 'thinking activities', as in the ontogenetic domain of
Vygotsky's sociocultural theory (Lantolf 2001: 3). Two major components of TL
77 This instruction area here is fanned by pupils' chair in the U'-shaped area with the area between
both ends of the V as the area for the teacher while giving instruction.
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adjusted in these learners' cognitive process were the 'skill of using knowledge of the
linguistic system' (Lin & Mackay 2004: 190) and the cultural concepts existing in TL.
Consequently, the communicative use of TL, especially with interaction, is considered
as 'vital to language learning' (Ibid).
These learners' learning also illustrated the key concept in Vygotsky's ZPD
(Meadows 2006: 308), namely these learners developed their thinking from their
'actual development level' to a higher level through their interactions with others, like
adults. So, these learners' learning moved to the level ahead of the learners' ability
with others' help. Likewise, the teacher's both verbal expressions and non-verbal
expressions, like actions and facial expressions, also became useful support, or
'scaffolding', to children, as in Bruner's LASS (Cameron 2001: 8; and Meadows
2006: 309), which led to children's better understanding ofthe language.
Such use of this TL, or EMI, in classroom activities above really widens the learners'
perspective and enables them to become more mentally active in spite of their limited
knowledge about the language they are learning. These learners were provoked to
develop their language and cognitive skills, as in Lin and Mackay's idea (2004: 189)
about assimilating the language, Nikolov's argument of attainment of 'native-like
pronunciation' (Dulay, Burt & Krashen 1982; Scovel 1988; Larsen-Freeman & Long
1991; and Johnson 1992 cited in Nikolov 2000: 23) and Richards and Rodgers's idea
(2001: 9) about 'teaching new meaning through establishing associations within the
target language rather than ... with the native language', respectively. In other words,
this use of EMI in instruction can bring in greater incentive (Cooper 1996: 161) and
better understanding (Rojas 1998: 18) to learners, as further discussed in Chapter 6.
5.3.1.2 Task Uses in Weak Form of Task-Based Language Teaching (TBLT)
With the weak form of task-based language teaching (TBLT) approach (Brewster &
Ellis, with Girard 2002: 45), as described in 2.2.2, tasks played a great role in
promoting these learners' learning in these classroom activities. Firstly, with the use
of tasks, learners were required to do something in class, which led to their learning.
Secondly, as a result of the previous role, tasks also implicitly specified the areas of
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the learners' learning regarding the particular types of task demands in the classroom
activities (Cameron 2001: 25).
An example of task uses in classroom activities is the activity of 'letters/sounds match
with toys', as specified in Appendix 3. In this activity which aimed to introduce some
words for toys, learners were assigned to do two major tasks, finding the initial letters
of the toy words and looking for the toys with the words beginning with the specified
initial letters. While performing these two tasks, learners were provided with two
areas of learning, linguistic features and cognitive ability, respectively. Specifically,
in the first example with the former task (08:23.7-08:39.0 WeeklO Dayl Classl
Lesson 1: IMGP4717), the teacher (T) assigned the following learner (S) to find the
letter 'B', according to the sound assigned. To achieve this, this learner first needed
to recognise the coherence between the spoken form, the sound /hi:/, and the written
form of this letter, 'B', or the use of phonics as previously reviewed in 4.4.3.3, before
identifying the right written form, 'B' as the correct output of this task, as in Figure
5.1. These two forms are the linguistic features of the language this learner was
required to learn in performing this task.
Turns Description Remarks
I T: (Showing the boy the pile of letters in the middle IMGP4717 25janI0_c1assl
of the classroom.) '8' (fbi:/).
2 S: (Going to the pile of letters and picking up the Classroom activities.n\'ll_
letter '8' in the plastic form out of the pile before Tree nodes:
handing it to the teacher.) Manipulating learnin_g_
Tasks define areas of
learnin~in~istic features
08:23.7-08:39.0
(Source: Classroom Observation: WeeklO Dayl Classl Lesson I : IMGP4717)
?
/hi:/ ,------.,>
Figure 5.1: Former Task in Linguistic Domain
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In the second example with the latter task (08:38.5-09:00.1, WeeklO Dayl Classl
Lesson l: IMGP4717), the same learner was further assigned to find the toy with the




1 T: What starts with 'B'? Find the '8' thing. 'B'
thing.
IMGP4717 25janl0_classl
2 S: (Looking at the toys on the table.) Classroom activities.nvp
3 T: (Guiding the learner.) /b/, /b/, /b/, Tree nodes:
4 S: (Picking up a bowl and handing it to the teacher.) Manipulating_ learning
5 T: (Screaming with delight.) Yeahhhhh! Tasks define areas of
learning/linguistic features
(Source: Classroom Observation: Week I0 Dayl Classl Lesson I: IMGP4717)
To perform this task, this learner was required to do the following things in the
following diagram in Figure 5.2. Firstly, he needed to link the sound fbi in fbi:1 (1)
with the sound fbi in the pronunciation of the whole word beginning with this sound,
like /baul/ (3). However, before doing this, this learner needed to link the concept of
each toy word (4) to its pronunciation as in (3) first.
=
/hI in /hi:/ Ibl in /b;ml/
(1 (3) 4)
Figure 5.2: Latter Task in Cognitive Domain
(Source: The bowl picture was derived from http://3Ist-and-chi.blogspot.coml20 1011O/howl-cut.html.)
The performance of the latter task is quite complicated because the learner had to find
the concept of the toy word (4) before coming back to check whether the word had the
same beginning sound in its pronunciation (3) as the teacher had assigned (1) or not.
If yes, the learner could identify the toy right away, but, if not, the learner had to look
for another concept of another toy word (4) with its pronunciation beginning with the
sound the teacher assigned, as shown in the whole process in Figure 5.3.
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? ?
/bi:/ ~ 0 ~ I--~~./--:<===> concept of /~ .. ./L______ ...J
(1) (2) (3) (4)
=
I~QJ~I I~
Figure 5.3: Process of Cognitive Gain in Learning Toy Words
(Source: the bowl picture was derived from http://3Ist-and-chi.blogspot.coml2010/10lbowl-cut.html)
Slightly different from the former task, this task, in terms of learning areas, did not
require learners merely to link just two linguistic features together, but also to relate
the semantic feature, the concept of the toy word (4), to the linguistic features, like
the spoken forms, the sound Ibl in the initial letter (1) and in the pronunciation of the
whole word (3), and the written form 'B' (2). This task demanded the learners to
learn in both linguistic domain and cognitive domain, using the features presented by
the teacher, like implication through coherence in 4.4.3.3, as the tools to draw upon
their understanding.
The illustrated uses of how tasks in classroom activities above promoted learning
among these early-years learners provoke two interesting arguments. Firstly, it is
possible to apply the TBLT approach to ELT with early-years learners as in this
context, subject to Willis (2001: 118 cited in Duran and Ramaut 2006: 47; Willis
1996: 118), Cameron (2001: 31), Bruner (Brewster 1991: 2-3) and Foster (1999: 69).
Willis proposed that early-years learners could learn the language through tasks with
the focus on meanings, not on perfect grammar (1996: 118). Cameron also supported
the use of TBLT approach to ELT with early-years learners, however, with the focus
on aim and process as suggested by Coughlan and Duff (1994 cited in Cameron 2001:
31).
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However, the findings about this TBLT use for EFL instruction to early-years learners
in this context are quite contradictory to Duran and Ramaut's following claims about
TBLT (2006: 47): 1) many studies applied TBLT with 'highly qualified students at
intermediate stages' of SLA; 2) most teachers believed TBLT was 'too complex for
absolute beginners'; 3) absolute beginners were considered to lack basic speaking
skills needed for TBLT. Likewise, Carless's claim (2007: 331), 'Task-based
approaches seem well-suited for young adult learners, particularly those studying in
ESL contexts.', also implies that TBLT is not at all appropriate for EFL young
learners as the ones in this study. Though it is true, along with the two ideas above,
that these early-years learners are quite limited with their communicative skills,
especially verbally in the target language, the use of TBLT in class as in the examples
above is still considered as practical with early-years learners as in this study,
especially subject to the second argument below.
The second argument proposed here is that the use of TBLT is sometimes necessary
to be adapted, with some particular details, like using other things than the verbal
expressions, like images, actions and/or other kinds of non-verbal language, and the
weak form of TBLT instead of the commonly-used strong form of TBLT, to draw
upon the learners' understanding and learning. This use of TBLT with non-verbal
language promoted these early-years learners' thinking skills, in spite of their limited
language resources, like communicative and speaking skills, especially in TL.
Moreover, the use of TBLT in the weak form with very young learners in this study,
as previously discussed in 2.2.2 and above, corresponds to Phillips's 'looking for
activities that develop the children's thinking skills while using their limited language
resources' (1998: 30). This TBLT use is also supported by Willis's argument that
young learners could 'make oneself understood' and 'understand other people's
meanings' (1996: 118). This corresponds to Piaget and Bruner's idea (Brewster 1991:
2-3) that the use of tasks could make sense of abstract thinking through the
presentation of 'material actions'; and Foster's view (1999: 69) that the use of tasks in




The classroom activities in this research study were sometimes launched with the help
of interactions. With the language barrier in communication resulting from the use of
the target language and tasks, as in 5.3.1.1 and 5.3.1.2, interactions were brought in,
as part of these EFL classroom activities, so as to facilitate learning in this study.
These interactions were planned in a particular form, namely between the teacher and
the learners only, labelled as teacher-learner interactions.
According to classroom observations, the lesson with the concepts about sun and star
illustrated the use of interactions (16:40.9-17:47.4, WeeklO Dayl Class5 Lessonl:
IMGP4723). In this lesson, the teacher introduced two sets of letters as the
components of the two words, 'sun' and 'star', before building up the learners'
understanding about these words with interactions, through both verbal language in
TL, English, and non-verbal language, as follows.
Turns Description Remarks
I T: Where is the sun? (Opening her arms as a IMGP4723 25jan 10_class5
question.
(Looking for the sun around the classroom.)
(Also looking for the sun under the table.)
Sun?
2 Ss: Sun. classroom activities.nvp
3 T: Sun? (Looking around for the sun again.) Tree nodes:
4 S: Sun. (Some pointing at the star-shape sticker Ts_interactions _promoted _learning
on the floor.)
5 T: No, that's the star. (Pointing the image of the Ts_interactions_learning_meaning
star she had drawn on the board before moving
to point at the star-shape sticker on the floor
with her right foot.)
Where is the sun? (Looking around again and
even in a red plastic bag before shaking her
head.) (Repeating the question again.)
Where is the sun?
Sun? (Opening her arms again.)
6 Ss: (Some pointing out of the window.) 16:40.9-17:47.4
7 T: No sun's in here. (Pointing at the picture of the
sun on the board.)
Yes, the sun is outside. (Pointing out of the
window.)
Good job.














Figure 5.4: Interactions in Classroom Activities
(Source: Classroom Observation: WeeklO Day! Class5 Lesson I:!MGP4723)
The interactions in this lesson began with the teacher's question about the location of
the sun, 'Where is the sun?', in Tum 1; however, these learners were probably not
stimulated enough or they did not understand the question. So, they just repeated the
word 'sun' in Turn 2, as when they learned other words, like toy words, in the
13!
previous part of this lesson. So, the teacher stimulated the learners again with her
verbal questions, 'Sun?', and her action of looking for the sun again in Tum 3. It is
remarkable that some learners could realise the stimulation and started to find 'the sun'
that the teacher was talking about, as in Tum 4 and Figure 5.4. Here, the learners
were stimulated to interact with the teacher, both physically, finding the sun, and
mentally, building up the concept of the sun. The learners' mental interactions were
stimulated by the teacher's questions and responses to the learners' physical and
verbal replies in Turns 5 and 7. In this way, interactions played a great role in
drawing upon the learners' comprehension throughout classroom activities like this.
To achieve this learning, interactions in these classroom activities were combined
with other tools available in the learning context, like images and non-verbal language.
The good examples of images here were the images of a star and a sun the teacher
drew on the board and the image of the star-shape sticker on the floor, which could
build up the concepts about 'star' and 'sun' here as well. The non-verbal
communication consisted of the teacher's actions of looking for the sun around the
room, looking for the sun in the bag, shaking her head and pointing out of the window.
The use of interactions in classroom practice here corresponds to the idea of Tedick
and others (2001 and 1994 cited in Akcan 2005: 359) that teachers should 'maximize
student output' or provide students with as much help as possible to stimulate their
learning output, especially as a result of comprehension". Moreover, it also aligns to
Akcan's own idea, '[E]early childhood educators need to afTer learning experiences
that surround young learners with meaningful and interactive literacy-based activities
in order to support second language development' (2005: 359). The use of
interactions as part of this classroom activity here maximized the learners'
comprehension in this meaningful and interactive activity. To some extent,
interactions in this study helped develop language learning in the same way as EMI in
5.3.1.1. Both were used and also combined to build on the learners' comprehension
in order to adjust the language, or the symbol tool in terms of SeT, to their cognitive
78 Tedick and others (2001 and 1994 cited in Akcan 2005: 359) suggested that 'teachers need to
maximize student outpUt'78and that the teachers should 'emphasize comprehension at the beginning
stages ofleaming' before maximizing the output.
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process, or 'thinking activities', according to ontogenetic domain of SCT (Lantolf
200 l: 7), which involves how symbolic tools, like language, both Ll and L2, are
combined with children's thinking, as reviewed in Chapter 2.
5.3.1.4 Direct Adoption oflnstruction of English as Ll
Another interesting component of classroom activities is the direct adoption of
instruction of English as the Ll, with the use of some teaching materials, like the
Hokey Pokey song or The Cat in the Hat or Zara Zebra Gets Dressed, and also some
teaching methods, like phonics and breadth learning. This direct adoption of
instruction of English as Ll is both advantageous and disadvantageous, but more on
the latter than the former, as follows.
The advantages of the direct adoption of English instruction as L 1 are made up of the
natural way of learning this target language and a higher degree of exposure to the
target language. With the instruction of English as Ll, these learners were provided
with a natural way to learn English, this TL, whilst other native-speaking learners
learn their language through the activities such as with phonics'" and breadth learning
or the Hokey Pokey song, as reviewed in 4.4.3.3. The instance of phonics is the use of
the sound of the initial letter or the onset80 in each toy words, like /pl/, to link with the
letter or the onset, like 'pl', in order to remind the whole word, 'plate', as in a lesson
(13:59-14:07, WeeklO Day3 Class7 Lesson2: IMGP4728). During such activities,
these learners learned the language through a discovery view"; not a didactic view
(Richards 2000: 2), which helps learners to become autonomous, especially for
further learning (Lin and MacKay 2004: 173). Moreover, since the instruction of any
LI, including English, was drawn upon by a higher degree of exposure to the
79 Cameron suggested that phonics could be embedded with some activities such as 'story reading,
class joint writing, sentence writing activities, songs and rhymes' with the focus on vocabulary
'presented or recycled' (Cameron 2001: 149).
80 The onset is 'the consonant or the consonant cluster preceding the vowel in a syllable' (Brewster &
Ellis with Girard 2002: 111).
81 A discovery view emphasises that 'students can develop knowledge themselves through active
investigation and discovery, with a minimum of teacher structure and explanation and with
provision of opportunities to learn inductively from direct observation'; whereas didactic view
(Richards 1998: 2) involves 'transmitting knowledge through providing clear explanations,
demonstrations, or discussions' ,
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language itself so as to enable learners to acquire the language competence through
practical use, this adoption, thus, also provided these learners with many more direct
experiences similar to the situations where the language is used in native-speaking
contexts. However, through this greater extent of exposure, a significant issue is
raised for consideration as in the discussion of the disadvantage of this adoption
below.
On the contrary, this direct adoption leads to a major disadvantage, namely
incomprehension due to inadequate background knowledge of the language. Though
this direct adoption of teaching English as L I seemed to provide the learners with a
higher degree of exposure to the target language as previously discussed,
incomprehension due to inadequate background knowledge of the language could also
hinder these learners from learning. This corresponds to the story-telling activity with
The Cat in the Hat, which is composed of the language that is generally supposed to
be encountered by L1 beginners of English, but not these L2 learners, as in this study.
Considering the language used in this story, as in the following excerpt, it was quite
impossible for these EFL learners to link the concepts they had in hand with the
exposed language in this story and draw upon their understanding, due to their
inadequate background knowledge of this exposed language.
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'The sun did not shine.
It was too wet to play.
So we sat in the house
All that cold, cold, wet day. '
(Dr. Seuss Enterprises 1957: I)
hino.
It \'H' Ion w -I lo pi ,yo
S Wt' '; f In tl (. hp\l~ •
II that ',I I. •old I :
Figure 5.5: Sample of Language Used in The Cat in the Hat
(Source: Dr. Seuss Enterprises 1957: 1)
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In spite of the illustration in Figure 5.5 which gives hints about the context of the
story, these L2 learners could hardly draw upon their understanding about the
language in the illustration, for they were hardly exposed to the language used in such
a situation, as LI learners are generally. So, they could not associate the language to
its concept in the situation, especially part of the language with no image shown in the
illustration. For instance, having not used the word 'sun' in TL in their real-life
situation before and not seen its image in the illustration, these L2 learners could not
link this word with its concept at all. As a result, this direct adoption of this
instruction of English as L1 is considered as partly ineffective with these Thai L2
learners.
5.3.2 Teacher's Performance and Prevailing Concepts
According to Tharp and Gallimore's elaboration ofVygotsky's concept in SeT (2005:
256) in a model consisting of four stages, teachers were considered as the people,
besides parents, experts and peers, who could help children to learn. This corresponds
to this part of analysis which focuses on the teacher's performance and her prevailing
concepts that support her learners' learning English in this EFL context.
5.3.2.1 Promotion of Language Learning through Interactions
The use of TL or EMI to deliver lessons in these classes with young Thai-speaking
learners, certainly brought in some difficulties in communication, especially in
classroom activities with tasks. With the use of interactions as in the aspect of
classroom activities in 5.3.1.3 and in this teacher-relevant aspect, language learning
was significantly promoted, however, with some differences in details as specified in
5.3.1.3. With the use of interactions while delivering instruction as in 5.3.1.3, most
lessons already provided the learners with some comprehension, but the teacher's
spontaneous interactions with the learners, while the instruction was going on, could
facilitate those lessons more, as follows.
According to the classroom observations, the promotion with the teacher's
interactions can be classified in two major different types. For the first type, the
teacher's interactions showed approvals or disapprovals of learners' performance,
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which either encouraged learners or discouraged them to go on. An example was




I T: Girls, hop! IMGP4719
25jan I0_c1ass2
2 Ss: (Some hopping.) Teacher jl_erfonnance.nVjJ_
3 T: (Smiling and nodding to a girl that was hopping.) Tree nodes:
That's right.
(Ordering a girl to hop.) 1. to begin. Hop!
4 S: (Hopping towards the center of the circle.) Teacher interactions
5 T: (Giving an order again.) Teacher interaction
Girls, hop! al'P!oval
6 Ss: (All girls hopped towards the center of the circle~ 00:18.9-00:39.1
7 T: Good job. Sit down.
(Source: Classroom Observation: WeeklO Dayl Class2 Lessonl: IMGP4719)
In this situation, the girls were initially reluctant to jump, or hop, as in Tum 2, when
the teacher ordered them to hop. However, with the teacher's interactions of
approving by both verbal and non-verbal language confirmation, 'That's right', and
smiling and nodding to a girl that was hopping, respectively, in Tum 3, all the girls
became more certain of what they were going to do. Moreover, the teacher also asked
a girl to hop as an example, in Tum 3, before ordering other girls to do. With these
interactions that the teacher provided, the learners' association between the word 'hop'
and the action of jumping was confirmed. So, their concept about the meaning of this
word was reassured with the help of their interactions with the teacher, or teacher-
learner interactions, in Turns 3-7, both verbally and nonverbally, as suggested by
Total Physical Response Technique (Asher 1969: 4), which has the strategy of having
'the students listen to a command in a foreign language and immediately obey with a
physical action'. In this situation, part of the teacher's interactions with positive
feedback, 'Good job. " also confirmed the learners' learning through this association.
For the second type, the teacher's interactions provided the students with some
guidance about the lesson content, as shown in a classroom observation (3:27.1-
3:41.7 Weekl0 Day! Class5 Lessonl : IMGP4723).
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Turns Description Remarks
I T: (Offering her hand to SI.) IMGP4723
Hello. I'm V. 25jan 10_class5
2 SI: (Offering her hand to shake with the teacher's.) Teacher_perfomlance.nvp
Hello. I'm M.
3 T: (Offering her hand to S2.) Tree nodes:
Hello. I'm V.
4 S2: (Offering her hand to shake with the teacher's.) Teacher interactions
Hello. I'm M.
5 T: (Pausing for a while before pointing at SI.) Teacher interaction
She is M. You are N. (pointing_at S2's name tag.) guidance 2
6 S2: ... (not heard in the video clip when being transcribed, but 3:27.1-3:41.7
remembered as a correct response).
7 T: Great. I'm V.
(Source: Classroom Observation: WeeklO Dayl Class5 Lesson I : IMGP4723)
In this situation, the teacher's interactions, both verbally with 'She is M. You are N.'
and non-verbally with her pointing at S2' name tag in Turn 5, performed two different
functions. The first function was to disapprove the answer gained from S2 in Turn 4,
as previously discussed above. At the same time, the teacher's non-verbal reaction of
pointing at this learner's name tag also provided this learner with the hint for the
correct answer, her name, from her own name tag to replace her peer's name in her
answer in Turn 4. Though from the observation, the recorded voice in Turn 6 was too
quiet to be heard, the teacher's confirmation, 'Great. I'm V.', already confirmed that
the teacher was happy with the learner's new answer. This shows this learner learned
through the interaction with the teacher that her first answer was not correct, so she
changed to a new answer along with the teacher's guidance above.
The achievement of these teacher impromptu interactions to promote language
learning above are really aligned with the following ideas by Avermaet and others
(2006: 175), Cameron (2003: 107) and Magnan (2008: 350-351) and Coltman and
others (2004: 26). Avermaet and others (2006: 175) defined the support of the
learner's task with interactions as one of the teacher's two core actions to promote
learner activity and actual learning. Likewise, Cameron (2003: 107) proposed that
young children's search for meaning and intention in action and interaction when they
first learn a foreign language. So, they were supposed to understand the language and
interpret the verbal language along with the action they saw and their previous
experiences. This interpretation through interactions with others to improve learning
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is in line with the ideas by Magnan (2008: 350-351) and Coltman and others (2004:
26). Magnan proposed the idea about a child's interactions as a member of the
community, in sociocultural terms. So, the children's interpretation of meaning
should rely on 'a particular discourse in a particular community.' In this classroom
practice, these learners' interactions were influenced by two levels of social contexts,
this classroom setting as their learning context and their community as their living
context. However, the example above just showed the influence from these learners'
learning context/classroom setting. This influence from their community will be
discussed further in Chapter 6. Similarly, the idea of teacher interaction was also
implied in Coltman and others' research framework in their study Scaffolding
Learning through Meaningful Tasks and Adult Interaction (2004: 26), in which
children's learning was supposed to be developed by social environment and adult
interaction.
5.3.2.2 Use of Non-verbal Language
Besides the interactions as a major part of the teacher's performance to promote
learning in this EFL context, the teacher's use of all tools with non-verbal language is
also another helpful and interesting component. In this study, non-verbal language
was used to introduce concepts in lessons to learners. Once the teacher introduced the
topic of the lesson, clothing, using non-verbal language along with the target language
(2:12.9-2:30.4, Week13 Dayl Class3 Lesson1: IMGP4794).
Turns Description Remarks
I T: Today we are going to talk about clothing, clothing, IMGP4794 15feblO_class3
things we wear.
(Touching her clothing from her shoulders down to
her hips and ankles.)
So, we are going to look at the pictures on the
laptop.
(Pointing at the laptop on the table.)
So, you need to turn to sit right here.
(Making some signals to the learners to sit on the
floor in front of her.)
2 Ss: (Gathering to sit in the area the teacher specified.) Teacher performance.nvn
Tree nodes:
Nonverbal concepts
Nonverbal introduced concepts 2
2:12.9 _ 2:30.4
(Source: Classroom Observation: Week13 Dayl Class3 Lesson I : IMGP4794)
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With the help of the non-verbal language in Tum 1, the teacher could provide these
learners with some ideas about clothes she was going to talk about, through her action
of 'touching her clothing from her shoulders down to her hips and ankles' in Tum I.
Moreover, she could also have them sit on the floor in front of her, by 'making some
signals to the learners to sit on the floor in front of her' as in Tum 1. The learners'
understanding of the concepts the teacher introduced to them was evidenced by the




learners to sit on
the floor in front
of her (02:25).
Learners
rushing to sit on
the floor in front
of Teacher
(02:29).
Figure 5.6: Teacher Introducing Concepts through Non-verbal Language
(Source: Classroom Observation: Weekl3 Dayl Class3 Lesson I: IMGP4794)
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Likewise, in the lesson about clothing words, the teacher started introducing one item
of clothing, a hat, to the learner through the use of non-verbal language (03:33.5-
03:51.7, Weekl3 Dayl Class3 Lessonl: IMGP4794), as follows.
Turns Description Remarks
I T: The first thing we are going to talk about is 'hat'. IMGP4794 15febi0 class3
(Cupping her hand over her head.)
Put on your hat. (Continue cupping her hand over her
head.)
Ss: (Imitating the teacher's action.) Teacher _perforrnance.nvp
Tree nodes:
Nonverbal introduced concepts
03:33.5 - 03 :51.7
(Source: Classroom Observation: Weekl3 Dayl Class3 Lessonl: IMGP4794)
In this case, the teacher could present a rough image of 'hat' from her action of
'cupping her hand over her head' and also show the place where a hat is generally
worn, that is, on the head, as in Figure 5.7. With this use of non-verbal language, at
least two concepts above about the verbal expression, 'hat' in this TL, English, were
presented to the learners to draw upon their understanding about it.
Figure 5.7: Teacher's Use of Non-verbal Language to Introduce Concepts: Cupping Her Hand
over Her Head
(Source: Classroom Observation: Week 13 Day I Class3 Lesson I : IMGP4794: 03:42)
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The aforementioned use of non-verbal language to build on these early-years learners'
understanding corresponds to Phipps (2004), Stempleski and Tomalin (1990: 4),
Merabian (cited in Stempleski & Tomalin 1990: 4), Cameron (2003: 107) and
Brewster and Ellis, with Girard (2002: 44). Phipps (2004), Stempleski and Tomalin
(1990: 4) and Merabian (cited in Stempleski & Tomalin 1990: 4) all found that
communication was conducted through non-verbal language, like 'gestures,
expressions'f, postures, dress and surrounding' (Stempleski & Tomalin 1990: 4) as
much as, or probably more than, through verbal language. This also aligns to the
way early-years learners used to grasp the meanings in a new language they learned
according to Cameron (2003: 107) and Brewster and Ellis, with Girard (2002: 44).
Cameron (2003: 107) viewed that young children searched for meanings in action,
whereas Brewster and Ellis, with Girard (2002: 4) also implied the use of non-verbal
language in young learners' learning of a new language by Total Physical Response
(TPR), which is a popular approach to develop young learners' listening skills 'in a
very visual, contextualized way'. This is compatible with one of the three teaching
strategies, 'the building and developing background knowledge', revealed in Akcan' s
study (2005: 361). To provide background knowledge, the teacher in Akcan's study
similarly presented the concepts of the thing she was going to teach in the lesson, a
rain forest, with visual aids, pictures (p.362). As discussed above, this EFL
instruction was facilitated more through this teacher's performance with non-verbal
communication, so as to provide these early-years learners with some background
concepts, especially when the instruction was conducted with EMI only.
In addition to the above use of non-verbal communication to present some concepts
about the lesson contents, the non-verbal communication was sometimes part of the
teacher's feedback, which also drew upon the learners' understanding in learning, as
further discussed in 5.3.2.3.
82 The tenn 'expressions' here should refer to facial expressions.
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5.3.2.3 Non-negative Feedback
Besides the teacher's classroom performance with interactions in 5.3.2.1 and non-
verbal communication in 5.3.2.2, the teacher's performance with feedback in this
class is also another interesting component that promoted learning. According to the
teacher interview below, this EFL instruction was planned with only non-negative
feedback'r', as follows.
Turns Description Remarks
93 R: How do you think the classroom activities will build up the From the interview
English language acquisition for your learners besides the with the teacher.
aspect of exposure? -r ... 1
96 T: [... ] So, it's selection and exposure, interaction, repetition.
And overall there was positive feedback. It's like when the
kids picked up the wrong things on the floor. I told them what
they picked up. I did not say, 'No, that's wrong.' I told them
the name of what they oicked up.
(Source: Teacher Interview)
However, in this classroom practice, it is partly true that this EFL teacher mostly
provided the learners with just positive, or in fact non-negative, feedback to keep the
lesson moving, especially in terms of lesson contents. When learners performed well
in class, the teacher always provided positive feedback, like verbal expressions of
'Good job' (00:16-00:17, WeeklO Dayl Class3 Lesson l: IMGP4720), a yell with
excitement 'Woo hoo' together with turning herself around (04:25, Weekl0 Dayl
Class I Lesson I : IMGP4717), the action of clapping hands (04:25, Weekl0 Dayl
Classl Lessonl: IMGP4717), nodding and smiling (00:24 - 00:28, WeeklO Dayl
Class2 Lesson 1: IMGP4719). Such positive feedback really promoted learning in this
EFL setting in the same way as in the same interview in 5.3.2.1 (00:18.9-0:39.1,
Weekl0 Dayl Class2 Lessonl: IMGP4719).
83 Non-negative feedback is just the feedback that is not negative, but is also not 'positive feedback.'
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Turns Description Remarks
1 T: Girls, hop! lMGP47l9
25jan IO_class2
2 Ss: (Some hopping.) Teacher perfonnance.n\IQ
3 T: (Smiling and nodding to a girl that was hopping.) Tree nodes:
That's right.
(Ordering a girl to hop.) J. to begin. Hop!
4 S: (Hopping towards the center ofthe circle.) Teacher interactions
5 T: (Giving an order again.) Teacher interaction
Girls, h~ approval
6 Ss: (All girls hopped towards the center of the circle.) 00: 18.9-00:39.1
7 T: Good job. Sit down.
(Source: Classroom Observation: WeeklO Dayl Class2 Lessonl: IMGP4719)
In this situation, the teacher ordered female learners to hop (Tum I); however, only
some could perform correctly by jumping. So, the teacher acknowledged their correct
performance with nonnegative feedback, nodding, and also provided positive
feedback, smiling and the verbal expression, 'That's right', before ordering one of the
girls to hop (Tum 3). Learning took place at least once when the girl whose
performance was confirmed by the teacher's positive feedback to be correct in Turn 3
hopped according to the teacher's order. This girl realised that her action of jumping
was correct, so she was encouraged to repeat the same action. This positive feedback
promoted this girl's learning through approving her performance and encouraging her
to keep on performing in the same way. However, there were also times when
learning was in doubt. For example, when other girls could hop later in Turn 6, it
might or might not be the learning that resulted from this non-negative feedback.
Probably, they learned from the teacher's feedback or just imitated this girl who
performed correctly without learning at all.
On the other hand, when learners sometimes did not perform as the teacher expected,
some neutral feedback'", like a pause, would be used in order to stimulate the learners
to stop for a while and revise their own performance (01:14.6-01:25.3, Weekl0 Dayl
Class2 Lesson 1: IMGP4719), according to the interaction with non-negative feedback
as part of the curricular focuses in 4.4.3.2.
84 Neutral feedback is similar to non-negative feedback which is not really positive or negative.
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Turns Description Remarks
I T: Put your right foot in. IMGP4719 25
(Pausing and looking at a learner.) Your right foot. jan 10 class 2
Right foot, not your left foot. interview learners.nvp
Tree nodes:
2 S: (One looking at her feet and switching to stretching the other non-negative feedback
foot out instead.) non-negative feedback
2
I :14.6-1 :25.3
(Source: Classroom Observation: WeeklO Dayl Class2 Lessonl: IMGP47l9)
Figure 5.8: Learner Stimulated by Non-negative Feedback
(Source: Classroom Observation: WeeklO Dayl Class2 Lesson I:IMGP4719: 01.22)
Figure 5.9: Learner Stimulated to Change Her Action
(Source: Classroom Observation: WeeklO Dayl Class2 Lessonl: .lMGP4719: 01.25)
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In this activity, the teacher gave a command, 'Put your right foot in', but some
learners just stretched their left foot out, instead. So, the teacher paused, when the
learners did not perform correctly, to provide the learners with the hint that there must
have been something wrong in their action. This pause is labelled as neutral or non-
negative feedback, which provided the learners with some hints that were neither
positive nor negative, but just guided the learners to reconsider their performance.
This neutral or non-negative feedback stimulated them to think harder about this, as
evidenced by the girl's action of reconsidering her action in Figure 5.8. Meanwhile,
such feedback also encouraged the learners to do something to keep the teacher to
continue the lesson, like the girl's changing from stretching out her left foot to her
right foot in Figures 5.8 and 5.9.
Such non-negative feedback mentioned above promoted learning in this classroom
practice, in spite of some constraints, like the learners' limited knowledge in the target
language which obstructed their understanding of the teacher's intended messages,
and some cultural differences existing in the language. Such non-negative feedback
stimulated the learners' development of thinking about what they were doing, as in
Vygotsky's process of internalisation (Cameron 2001: 7). This led to their adjusted
actions, like the girl's in Figures 5.8-5.9, which also shows that these learners moved
from their 'actual development level' of what they could learn upward to the next
level, as suggested by Vygotsky's Zone of Proximal Development (Meadow 2006:
308). In other words, these learners' learning in both situations could be considered
as collaborating with others, namely this EFL teacher, and was finally developed by
this teacher's help or 'scaffolding' as in Bruner's concept of Language Acquisition
Support System (LASS) (Brewster 1991: 3).
5.3.3 Learners' Performance and Characteristics
Since the early-years learners in this study context are considered as the major
stakeholders of this instructional process, it is necessary to take their performance and
characteristics into serious consideration, as part of the analysis of language use in
classroom practice in this study context. In particular, children are defined as
'actively constructing meaning from their experiences in the world' (Cameron 2001:
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38), according to Piagetian and Vygotskyan theories of development, which
underpinned the theoretical framework of this study. So, the analysis in this section
investigated language use in the aspect of the learners' performance and
characteristics, subject to the fourth research questions: In what ways do learners'
classroom performance and characteristics promote and impede their learning of
English in this Thai school?, as follows.
5.3.3.1 Combination of Verbal Language and Coherent Things in Target
Language
One of the distinguishing Issues In the area of the learners' performance and
characteristics in this EFL instruction is learning through the combination of verbal
and coherent things, like non-verbal communication. Throughout the classroom
observations in Weeks 10-15, these early-years learners usually combined verbal
expressions they heard with anything coherent, especially in non-verbal
communication, thus promoting further learning, as in the following example (0:57.0 -
1:12.0, Week13 Dayl Classl Lessonl: IMGP4791; and 05:32-05:38, Weekl3 Day!
Classl Lessonl: IMGP479l).
Turns Description Remarks
I T: (Raising both feet with grey socks and clapping their feet IMGP4791
together.) 15feb10_class I
Socks.
2 Ss: (Repeating the teacher's both actions and expression.) Learner _performance.nvp
Socks.
3 T: (Raising her two fingers.) Tree nodes:
Two socks.
(Raising her both feet covered with two socks and clapping
the feet together again.)
4 Ss: (Repeating the teacher's actions and expression.) Learning imitating
Two socks. actions language
5 T: (Raising one foot and one finger and pointing her finger at
the foot with a sock.)
One sock.
6 Ss: (Repeating the actions and expression.) 0:57.0 - 1:12.0
One sock.
7 T: (Giving positive feedback by raising both thumbs to the
learners.)
(Source: Classroom Observation: Week13 Dayl Classl Lessonl: IMGP4791)
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In the situation above, the learners were both listening to what the teacher said and
looking at what she did in Tum 1 before following both the teacher's expression and
actions in Tum 2. This kind of process went further with the teacher's presentation of
verbal expressions, non-verbal language and images until after the teacher introduced
the image and the sock again on a slide in the PowerPoint program (05:32-05:38
Week 13 Day 1 Class 1 Lesson 1: IMGP4791). Immediately after that the teacher
presented the picture of two socks without saying anything for a while, a student
identified the picture as 'sock'. This means that this learner learned the concept of the
word 'sock' by linking the verbal expression 'sock' with the images the teacher
showed and the actions the teacher did to present this concept.
Turns Description Remarks
I T: Now we're going to talk about 'socks'. IMGP4791 l5febi0 classl
2 Ss: Socks. (Repeating the teacher) Leamer perfonnance.nvp
3 T: Socks ... Tree nodes:
4 Ss: Socks ... Verbal and coherent things
in the target language
5 T: Socks on your feet. (Pointing at her feet covered
with socks and showing how socks are worn on feet.)
6 Ss: Socks on_your feet. 5:27.3 - 5:47.0
7 T: (Clicking on the computer and having the picture of





(Source: Classroom Observation: Weekl3 Dayl Classl Lessonl: IMGP4791)
The learning from such combination between verbal expressions and images or non-
verbal communication was confirmed again with another example of a learner who
could point out the word blue on the board (00:00-00:55, Learners interview:
15.4780/f).
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Details Participants Description Remarks
L1l5. Leamer l51f R: [ ... J Excuse me, F. Do you remember the time From an
4780/f when the teacher wrote the words of colours, like interview
(00: 00- 'blue', 'red', 'yellow' on the board ... and asked with learners
00:55) you to point at the word 'blue'? I remember that
you could go to point at the word correctly right
away. How could you do that?
L: I just listened and remembered.
R: When you listened, could you recognise this word 00:00-00:55
right away? [... J
L: When my classmates picked up the thing in that
colour, I could just recognise the word and the
colour.
R: Ah. You listened from what the teacher pointed to
and called, and also noticed from the things your
classmates picked up. [... J And do you know
what the beginning letter of the word 'blue' is?
L: No.
(Source: Learners interview: 15.4780/t)
In this interview, this learner was asked about how she could recognise the colour
words 'blue' and point at it correctly. She replied that she combined the colour words
the teacher used (in speaking) with the images of the colours of the things that some
of her classmates previously picked up. Then, she could remember the concept of
each colour word from then. So, it is assumed that this learner did not know the
colour words in the target language (L2), nor could she spell the words. However, she
just tried to link the pronunciation of the word to anything coherent, like its
appearance in concrete things or its written form, the teacher provided for the
instruction, without learning to spell the words. Then she came to her own conclusion
about the concept of each colour word. So, when the teacher later asked her to point
at the written word 'blue' on the board later, she could do that quickly by recalling her
own conclusion about all the associations she had previously drawn upon about the
colour words.
The way these early-years learners learned a new language in the two examples above
by linking words, or verbal expressions, with images, actions or other coherent things,
aligns to the concepts prevailed by Cameron (2003: 107), Piaget and Vygotsky
(Cameron 2001: 38), Gouin (Richards and Rodgers 2001: 8) and Szpotowicz (2000:
360-373). Cameron (2003: 107) proposed that early-years learners learned language
by finding meanings from action and interaction, as previously mentioned. The
learners from both examples tried to make sense of the things that were coherent with
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the contents of lessons they were learning. This also corresponds to the concept
proposed by Piaget and Vygotsky, that children constructed 'meaning from their
experiences in the world' (Cameron 200 I: 38). Vygotsky claimed that children's
'construction of meaning' resulted from the agreed concept between themselves and
others, whereas Bruner considered the meaning construction as the way adults could
help children draw upon their understanding, especially in learning. The clarification
of the meanings of all the items and actions displayed in the lessons, through gestures
and actions, was claimed by Gouin (Richards & Rodgers 2001: 8) as a component of
some teaching approaches and methods, like Situational Language Teaching and
Total Physical Response (TPR). Similarly, Szpotowicz's study (2000: 360-362) also
implied children's construction of meaning through the help from other people, like
teachers, and other things, like pictures and actions. In her second research project of
testing the effectiveness of vocabulary learning, Szpotowicz used some drawings and
teacher's actions, like miming, drawing the items to present the vocabulary to the
learners in order to test the learners' learning of "'picturable " lexical items.' Besides
the combinations between the verbal and non-verbal languages, other kinds of
implication through actions and item details as previously discussed in 4.4.3.3 are also
helpful to build on these early-years learners' learning in the target language. Such
learning through combinations and implications supports Vygotsky's concept of
mediation (Lantolf & Thome 2007: 202) in which children's development of thinking
was also influenced by the support from their surroundings.
5.3.3.2 Learning through Interactions
Sometimes, these learners also learned something through interactions in class. This
may result from the use of EMI and tasks as previously mentioned in 5.3.1.1 and
5.3.1.2 which brought some incomprehensible contents to these learners. So,
interactions were brought in to help the learners draw upon their understanding about
the lesson, with either teacher-learner interactions or learner-learner interactions.
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• Teacher-Learner Interactions
In this EFL classroom setting, learners sometimes learned through the interactions
with the teacher, as shown in a classroom observation (00:34.8-00:46.7, Week12
Day} Class} Lessonl : IMGP474}).
Turns Description Remarks
! T: Put your right foot in. IMGP474!
(Stretching her right foot in.) 8feb!0 class!
2 Ss: (Stretching their right feet out, imitating the teacher.) Learner nerformance.nvn
3 T: (Pausing and looking around at the learners.) Tree nodes:
No, your right foot.
(Looking at a learner by her side and shaking her head.)
4 Ss: (A big boy on the right corner looking around at their Interaction teacher
friends again before changing to the other foot.) Learning_interaction_teac
her nonverballv
00:34.8-00:46.7
(Source: Classroom Observation: Week!2 Day! Class1 Lesson1: IMGP4741)
In this case, the learners were learning what the right foot was. Even when the
teacher showed her own actions together with her verbal expression, 'right foot' in
Turn l , some learners were still performing incorrectly or even hesitating. So, the
teacher just stopped and looked around at the feet the learners stretched out, especially
one by her side and shook her head. It is remarkable that these learners were very
quick to interact to the teachers' reactions. Some of them changed their stretched feet






I) the boy on
the left
hesitating













Figure 5.10: Learners' Movement after T-L Interactions
(Source: Class Observation: Weekl2 Dayl Classl Lesson I: IMGP4741)
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From the example above, the concept of intersubjectivity 85 in the third phase,
symbolic intersubjectivity (van Lier 2008: 178), in which language allows people to
share ideas, beliefs, plans, motives and goals, was illustrated with the use of
interaction. In this context, the teacher and the learners at first did not really share the
same idea of 'the right foot'. This can be seen from the pictures that some learners
did not stretch out their 'right foot' as the teacher expected. However, with the
teacher's non-verbal reaction of pausing and shaking her head (Tum 3) to the learners'
first action of stretching their left foot out, some learners, like the two specified in
both pictures in Figure 5.10, were stimulated to look around and develop their
thinking about the situation before stretching out the other foot. In this way, these
two learners started to establish intersubjectivity with the teacher through interaction,
namely getting the same concept of 'the right foot' as the teacher had, which
promotes learning (Ellis 2003: 189).
Besides the concept of intersubjectivity above, these learners' incorrect performance
can also be considered as a result of one interesting characteristic of these learners',
ignorance of details. It is obvious that most learners could not differentiate small
details, like the ones between the concepts of 'right-hand' and 'left-hand' things, as
discussed further in 5.3.3.3.
• Learner-Learner Interactions
The learner-learner interactions in this EFL instruction were not really allowed, as
specified in the following teacher interview (Tum 97-98) through the prohibition of
distractions among learners.
Turns Description Remarks
97 R: But I noticed that you could not ... let the students distract one From the interview
another. with the teacher
98 T: Right. That doesn't help.
(Source: Teacher Interview)
85 Intersubjectivity is the concept in sociocultural SLA which emphasises that 'language is a tool to
relate the world and to others' (van Lier 2008: 178), with three phases of 'face-to-face engagement'
from birth to the end of nine months; 'joint attention' or 'triadic interaction', 'when the child
realizes that she and her interlocutor are both facing on the same object' (Reed 1966 cited in Ibid);
and 'symbolic intersubjectivity', 'when grammaticalized language permits the sharing of ideas,
plans, goals and beliefs' (van Lier 2004 cited in Ibid).
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However, the learners' interactions with their peers were noticed as playing a great
role in stimulating them to develop their thinking. An example of this was illustrated
when the teacher assigned the following learner to find the letter 'C' (14: 15-14:36,
WeeklO Dayl Classl Lessonl: IMGP4717). At the beginning, this learner could not
find the letter. Then two of his peers reminded him by forming the letter 'C' with
their hands, as in Figure 5.10.
The boy's peer
signalling the 'C' form
(14:20)
The boy stimulated by
his peers (14:23)
Figure 5.11: Learner-Learner Interaction
(Source: Classroom Observation: WeekI 0 Dayl Class I Lesson I: IMGP47l7)
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The learner-learner interactions above appeared in the same way as when the teacher
sometimes reminded leamers about the image of each letter through breadth leaming.
On the one hand, this help could be considered as illegitimate, regarding the teacher's
implicit rules of instruction. On the other hand, this peer help could stimulate the
learner who was looking for the letter 'C' to get the concept about the letter to some
extent, through its rough shape. Consequently, an inquiry was raised whether the
teacher should revise her classroom discipline and allow leamer-learner interactions
in class for the sake of learning.
In the two settings with the two kinds of interactions above, these learners' leaming
was promoted to the higher level than the leamers' own potential by both teacher-
learner interactions and leamer-Ieamer interactions. This aligns to the development of
children's learning which is stimulated by adults or more-experienced children, as
specified in Vygotsky's Zone of Proximal Development (Lantolf & Thorn 2007: 211)
and Bruner's concept of LASS (Brewster 1991: 3).
5.3.3.3 Ignorance of details
Among learners' characteristics, ignorance of small details, like the differences
between two symmetrical shapes or the different details of words with similar sounds,
also influenced the way these young learners learned English. This characteristic
constrained the leamers' leaming to some extent, as follows. In the first example,
these leamers showed their ignorance of details about the differences between
symmetrical shapes, left and right hands, which contain similar components but on
opposite sides, as illustrated in the classroom observation (04:56.3-05:14.2, Week 10
Dayl Classl Lessonl: IMGP4717) and Figure 5.12.
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Turns Description Remarks
I T: Put your right hand in ... (Pausing.) IMGP4717
25janlO_classla
2 Ss: (Some putting their right hands but some putting their left Leamer _perfornlance.nvp
hands.)
3 T: Oh, oh, oh, oh. (Shaking her head.) Tree nodes:
Right hand.
(Keep repeating.) Right hand, not your' L' hand.
Right hand, not your 'L' hand.
4 Ss: (Some changing from their left hands to their right hands.)
5 T: (Arranging to get rid of the leamer's left hand.) Grasping_general_ concept
Not your 'L' hand.
6 S: (Most changing to their right hands.) 04:56.3-5: 14.2
(Source: Classroom Observation: Weeki 0 Dayl Classl Lesson I: IMGP4717)
Figure 5.12: Symmetrical Shapes of 'Left Hand' and 'Right Hand'
(Source: http://etc.usf.eduiclipart/37100/37122/euro-lO_37122.htm86)
According to the classroom observations, these early-years learners always had the
problem with their left-hand and right-hand parts of body whenever they had to
perform tasks that needed to specify the differences between these two symmetrical
shapes. Even the shape of the letter 'L' the teacher suggested as a hint for the left-
hand concept, as in the yellow letter in the Figure 5.12 above, did not help these
learners recognise the difference between the left-hand and the right-hand items at all.
Regarding the observation, whenever the teacher suggested any 'L-shaped' thing,
most learners seemed to get the concept of the L shape but they did not pay attention
to some small details, like where the tail of the L shape ends, on the left or the right.
This results from their ignorance of some details, like the differences between the
opposite sides even within similar shapes.
86 This illustration consists only of the images of the two hands. Other details were added for better
comprehension of the discussion in this part only.
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In the second example as discovered along some classroom observations, most of
these EFL learners could not distinguish between two similar things, like two words
with almost similar sounds such as the words 'hand' and 'head' in the following
excerpt.
Turns Description Remarks
I T: P., up! CIMG0005 cJass2 737 9feb
2 SI: (Standing up.) Leamer performance.nvp
3 T: Put your head in. Tree nodes:
Is that your head?
Is that your head?
[...]
(Turning to the student.)
That's your hand.
P., listen.
Hand. (Pointing at her own hand.)
Head. (Pointing at her own head.)
Hand. (Pointing at her own hand.)
Head. (Pointing at her own head.)
4 s: (Continuing singing along with her hand stretched Ignorance_details
out.)
5 T: P., listen. Listen with your ears. (Pointing at her own Ignorance details 2
ears.) 12:45.6-14:00.6
[...]
Put your head in.
(Source: Classroom Observation: Week13 Dayl Class2 Lessonl: CIMG0005)
In this case, this learner mistook the word 'head' the teacher said in Tum 3 for 'hand',
so she just stretched out her hand while performing the assigned task. The sounds of
these two words are quite similar, with /heend/ for 'hand' and !hed! for 'head'. This
leamer probably did not pay attention to the different vowel sounds between lrel in
'hand' and lei in 'head', or the different final sounds between Ind! in 'hand' and Id!
in 'head'; otherwise, she should be able to distinguish the differences between these
two sounds and recognise the word 'head', not 'hand' as illustrated above. This
means that these learners usually grasped general ideas and ignored details.
These two examples and also others which are not illustrated here show that this
characteristic of ignorance of some details, like sense of symmetry and fine details in
similar things, is quite typical among these early-years learners. In one way, this
might result from the way these leamers were persuaded to notice some major
concepts for the benchmarks of leaming. For example, these leamers were
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sometimes guided to notice the initial letter of each word as the benchmark to learn
the whole word, as in their learning of colour words, which is really useful.
However, this also partly influences these learners' learning strategies and
encourages these learners to over-generalise most lesson contents without paying
much attention to details. This was also reflected in some learner interviews, in
which these learners admitted that they could not differentiate two colour words
beginning with the same letter, for instance, like the words 'pink' and 'purple'
(00:08-03:20, Learner Interview: S.4770/j,p&p). This results from the focus on the
learners' acquisition of language meaning in the communicative approach with
spontaneous activities and TBLT as in 4.4.3.2 and the application of implication
through coherence in lesson contents as in 4.4.3.3. This raises an interesting issue of
how to successfully embed such details into the instruction with the lesson contents
in the communicative way as focussed in this curriculum. Please see Chapter 6 for
the more-detailed discussion.
5.3.3.4 Enthusiasm
Enthusiasm is one of these EFL learners' characteristics which is in common with
other young learners', as Brumfit (1991: v) mentioned, 'They[Young learners] tend to
be keen and enthusiastic learners, without the inhibitions which older children
sometimes bring to their schooling'. In most classroom observations, these early-
years learners were active and enthusiastic to learn. The following example of this
enthusiasm is quite noticeable. In the following learning context, one learner was
called by the teacher, however, before the teacher assigned him a task he was so
enthusiastic that he moved towards the pile of letters (14:04.1-14:35.7, WeeklO Dayl
Class 1Lesson I: IMGP4717).
Turns Description Remarks
I T: N. (Addressing a learner.) IMGP4717
25jan 1O_c1assIa
2 SI: (Walking to the teacher and waiting to the teacher's Learner_performance.nvp
command.)
3 T: (Looking at the toys at the table.) Tree nodes:
4 S: (Moving towards the pile of the letters before the teacher's enthusiasm
command.) 14:04.1-14:35.7
(Source: Classroom Observation: Week I0 Dayl Class 1 Lesson I: IMGP4717)
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In this situation, the learner showed his eagerness to participate m the classroom
performance that was going to be assigned by the teacher, by moving towards the
items he supposed he had to deal with (Tum 4). Moreover, most learners were always
enthusiastic and ready to join any classroom activities, as clearly seen in Figure 5.13.
When they are asked to do some activities, most of the boys hurried to get up and
some even jumped up cheerfully.
Figure 5.13: Learners' Enthusiasm
(Source: Classroom Observation: Weekl l Dayl Classl Lesson I : ]MGP4734)
This characteristic is an advantage of most early-years learners', according to
Brumfit's view (1991: v) that young learners are supposed to be 'keen and
enthusiastic'. This characteristic of enthusiasm is a good tendency for learning which
first gets these learners ready to participate in the lesson and at the same time also
tentatively motivates them to pay attention to the lesson they are learning. Besides,
this wiII also positively affect to their development of ideas when they are stimulated
by the teacher or others in class. In other words, enthusiasm is a major feature that
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can gear early-years learners, like these, up to the higher level of development,
regarding Vygotsky's Zone of Proximal Development (Lantolf & Thorn 2007: 211),
especially with help from others as in Bruner's concept of LASS (Brewster 1991: 3).
5.3.3.5 Frivolity
The last characteristic of these early-years learners which is as significant as others is
frivolity. Looking at the learners' reactions in the following example, it is remarkable
that these learners did not take the teacher's feedback seriously, though they realized
that their performance was not correct.
Turns Description Remarks
I T: Put your left foot in. CIMGOO05
9feb I0 class7
2 SI: (Most girls who were assigned could not perform correctly.) Learner performance.nvp
3 T: (Making some funny sounds to show that she was not quite Tree nodes:
happy with it.)
(Turning back to the students.)
4 Ss: (Laughing and not taking the teacher's feedback with that frivolity
funny sound serious as negative feedback or feeling
embarrassed. )
06:44.0-06:59.1
(Source: Classroom Observation: Weekl2 Day2 Class7 Lessonl: CIMG0005)
According to this particular observation and others, frivolity, or not being serious, is
one of these early-years learners' characteristics implicitly illustrated in this EFL
context. These learners, even with the teacher's non-verbal expressions showing her
lack of approval of their performance in Tum 3, did not take the reaction seriously, as
evidenced by laughing, and could still enjoy the following activity later. This
probably resulted from the fact that these learners at this early age were not yet very
complicated (Cameron 2001: xii) or encumbered with social factors, like social status,.
So, they seemed not to be badly affected if they could or could not achieve anything
in class. So, they did not take things seriously. This characteristic really helps these
learners to engage with the lessons without being easily discouraged by any possible
difficulties in the classroom. This aligns to what Wragg (2004: 2) suggested the
teacher should not get their learners' learning switch 'tripped into the "off' position'.
With these learners' frivolity, the learning switch inside the learners was already not
tripped into the 'off position but the 'on' one, instead. This finding leads to another
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interesting issue which will be later discussed in Chapter 6: How can these learners'
learning switch always be in the 'on' position.
5.4 Summary
The analysis of language use in this chapter shows how the curricular focuses
according to the language learning policy in the previous chapter (Chapter 4) were
turned into classroom practice. The language use was investigated along Research
Questions 2-4 in 5.1., in three major areas: classroom activities; the English teacher's
performance and prevailing concepts; and the learners' performance and
characteristics. This analysis is conducted along the notion of language use in the
two major aspects of individual and social processes.
In terms of classroom activities, according to Research Question 2: how the classroom
activities constitute language learning opportunities for learners, the language
learning opportunities were constituted by the use of TL or EMI, TBLT and
interactions in classroom activities. The findings about these two components as
facilitating these early-years learning are quite contradictory, in terms of effectiveness,
as to what was mostly believed to be in the area of teaching English to young learners
(TEYL). This should lead to some interesting issues which will be discussed further
in Chapter 6. Moreover, it is also remarkable that the process of constituting such
learning opportunities with the help of the aforementioned components is sometimes
considered as individual and sometimes collaborative within the social context, or the
learning context.
In the aspect of the teacher and her pedagogical philosophy, in relation to Research
Question 3: whether the teacher's classroom performance and prevailing concepts
about language teaching support her learners' learning of English in this Thai school,
interactions, non-verbal language and non-negative feedback supported these early-
years learners' learning. The language use in this classroom practice, in this aspect,
can be considered as both social and cognitive processes. Cognitively, the teacher's
performance and concepts help draw upon the learners' learning in the learning
context through stimulating them to develop their own ways of thinking, whereas they
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also help learners to learn with help from others. Furthermore, it is also discovered
that some components, like interactions, can be considered from different aspects
such as classroom activities, the teacher and the learners, which are slightly different
as mentioned in 5.3.1.3, 5.3.2.1 and 5.3.3.2, respectively.
Regarding the learners' performance and characteristics, subject to Research
Question 4: in what ways learners' classroom performance and characteristics
promote and impede their learning of English in this Thai school, the combination
between verbal language and coherent things in the target language, learning through
interactions, ignorance of details, enthusiasm and frivolity all influenced these early-
years learning. All except ignorance of details promoted their learning, whereas
ignorance of details impeded their learning to some extent. However, this obstacle
will be further discussed in Chapter 6. Moreover, it is remarkable that interactions
also played an important role again in the aspect of the learners' performance and
characteristics, especially their interactions with peers. Furthermore, the language use
in the aspect of these learners' performance and characteristics was partly individual
and social, for some components resulted from the learners' own features while some
involved the social context, or the learning context/classroom setting.
In conclusion, most of the components in the three areas of language use support and
facilitate these early-years learners' learning according to the curricular focuses
reviewed in Chapter 4. However, there were also some relevant issues emerging from
the classroom observations and interviews with the teacher, some parents and some




'I want to suggest that the expansion of Teaching English to Young Learners
(TEYL) is a phenomenon that needs to be taken seriously by the ELT field. It is
not a minor change that can be left to young learner experts, but a shift that will
have knock-on effects for the rest of ELT, ... '
(Cameron 2003: 105)
6.1 Introduction
This chapter presents the overall discussion about the investigation of the EFL
instruction to early-years learners in this Thai school, according to the four research
questions. The discussion starts with the finding summary, followed by the emergent
issues and the congruence of language learning policy and language use.
RQ 1: What is the focus of the planned English curriculum for these early-years
learners in this Thai school?
RQ2: How do the classroom activities constitute language learning opportunities
for the learners?
RQ3: Do the teacher's classroom performance and prevailing concepts about
language teaching support her learners' learning of English in this Thai
school?
RQ4: In what ways do learners' classroom performance and characteristics
promote and impede their learning of English in this Thai school?
6.2 Summary of Findings
The investigation of this particular EFL instruction to early-years learners at
kindergarten 3 (K3) level in this Thai school has been conducted in the areas of
language learning policy and language use in classroom practice with the focuses on
the curriculum, classroom activities, the English-language teacher and the learners,
regarding RQs 1-4 in 6.1.
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6.2.1 Language Learning Policy
In terrns of language learning policy, the design of this EFL instruction was
considered as acquisition planning, or 'organized efforts to promote the learning of a
language' (Cooper 1996: 157). This EFL acquisition planning was based on the two
major elements: general rationale for EFL instruction in Thailand; and specific
rationale for EFL instruction in this particular research context.
In terms of this EFL general rationale, the whole process of EFL instruction in
Thailand was geared up by two major factors: global spread of English; and access to
knowledge, which stimulated the use of English in Thai society and EFL instruction in
the Thai formal education system, along some general policy issues stated at national
level, as specified in 4.3.1.
In terms of the specific EFL rationale, the background, expertise and management of
this demonstration school also had a great influence upon the curricular focuses of
this EFL program as the implementation of this EFL learning policy. With its
background as a platform for experimenting with instruction, its expertise in 'early-
childhood education' (Toncharoen 2010: 74) and its management as part of the
Faculty of Education of the university, the school launched this EFL instruction to
these early-years learners in this context for two particular purposes: I) to experiment
with this EFL instruction to early-years learners; and 2) to determine the direction of
EFL instruction to early-years learners as their responsibility as educational
institutions i.e. a university and a demonstration school.
According to the two elements underlying the acquisition planning, these EFL
curricular focuses were discovered as the implemented plans in the Three-tier
Hierarchy of Language Learning Policy. These focuses were derived from the four
implicit policy issues by the government and the Ministry of Education in the top tier:
EFL introduction in early years, proficiency in communication, intensive exposure to
language in the learning context and recruitment of native-speaking English language
teachers as the resource of EFL instruction, which were translated in the middle and
bottom tiers of the hierarchy into the curriculum focuses, as in 4.4.2-4.4.3,
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respectively. These EFL curricular focuses could be classified into three categories:
notion of literacy; components of instruction; and features of lesson contents, as
follows.
Firstly, the notion of literacy required in this EFL instruction is both text-centric and
socially constructed, as discussed in 4.4.3.1. The focus of literacy on language
structure and rules in such an EFL instruction to these early-years learners seemed
inevitable, in spite of the focus on communicative proficiency, for these young
learners required some benchmarks as the basic components of the language they
were learning. At the same time, the notion of this EFL literacy was also constructed
by the social context where the learners stayed, their learning context (classroom) and
living context (community), which inevitably influenced these learners' learning and
their mental development.
Secondly, the instruction of this EFL program consists of four major components:
communicative context with spontaneous activities; use of English as a sole medium
of instruction; task-based language teaching (TBLT); and interactions with non-
negative feedback. This communicative context with spontaneous activities was
planned to stimulate these learners to be enthusiastic and ready to communicate with
the focus on meanings as if they were in real-life situations. Even the text-centric
literacy, as discussed above, was embedded with the communicative context, with the
help ofTBLT, as in 5.3.1.2. Besides, this EFL instruction also aimed to use English
as the sole medium of instruction, with the only native-speaking English teacher's
existence, to enable the learners to pick up the language in a natural and
communicative way through the teacher's presentation of 'comprehensible input'
(Richards & Rodgers 200 I: 185). The use of closed tasks (Ellis 2003: 89, 339) in the
weak form of TBLT was also included to stimulate these EFL learners to develop
their thinking along with the use of tasks. Furthermore, interactions with non-
negative feedback were included into the lessons so as to encourage the learners to
keep on developing their thinking for comprehension and learning. In addition,
repetition was brought in to facilitate learning through interaction, as in 4.4.3.2.
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Thirdly, the lesson contents for this EFL instruction were planned with the following
features: implication through coherence; actions for thoughts; clarification of
concepts with details; and development of thoughts. The lesson contents with
implication through coherence with phonics, breadth learning and links of initial
letters and words aimed to provide these learners with some benchmarks to recognise
language forms, like words, despite their lack of knowledge about this language.
Sometimes, actions were also planned as part of the lesson contents, to stimulate the
learners to think and even to adapt their imitated actions to different ones according to
their understanding. Likewise, the concepts in the lesson contents were also clarified
through multi-dimensions and realistic proportions, colours and sounds. Meanwhile,
these lesson contents also aimed to develop the learners' thoughts to the higher level.
6.2.2 Language Use
In terms of language use in classroom practice, the findings of this EFL instruction
were revealed in three major areas of classroom activities, the teacher's performances
and prevailing concepts and the learners' performance and characteristics, as
reflected by RQs2-4 as in the analysis in Chapter 5.
In terms of classroom activities, according to RQ2, as specified in 6.1, the language
learning opportunities were constituted by the use of EMIITL, TBl T, interactions and
adoption of English instruction similar to Ll acquisition in classroom activities.
Firstly, the target language use provided the learners with both the development of
language skills and cognitive gain, as in 5.3.1.1. In terms of development of language
skills, the TL use provided the learners with a native language model and a role model
for participation. Regarding cognitive gain, the incomprehensible messages from the
TL use stimulated the learners to make use of all information available in order to
draw upon their own understanding about the lesson contents before getting some
ideas. Secondly, TBLT in the weak form promoted the learners' learning and
specified the learners' areas of learning, according to the task demands. This
application of TBLT with these early-years learners in this EFL context was quite
contradictory to most beliefs about TBLT that preferred older learners (Duran and
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Ramaut 2006: 47; and Carless 2008: 331). As a result this TBLT use, these young
learners' learning was promoted, and different kinds of learning were promoted along
different tasks. Thirdly, interactions became another component in classroom
activities to build upon these learners' understanding of some concepts presented in
this target language. Fourthly, the direct adoption of English instruction American
style provided these learners both a natural way of learning English and a higher
degree of exposure to TL. However, this direct adoption was to some extent not
effective due to the different learning context which did not provide these learners
with as much background information as L1 learning context does.
Regarding the teacher's performance and prevailing concepts, according to Research
Question 3, as specified in 6.1, the language learning in this context was supported by
the teacher's uses of interactions, non-verbal language and non-negative feedback.
Firstly, the teacher's performance with interactions dealt with spontaneous actions to
better the learner's comprehension when they got stuck with the lessons, as discussed
in detail in 5.3.2.1. These interactions either approved or disapproved the learners'
performance and provided some further guidance about the lesson. Secondly, the
teacher's use of a variety of tools with non-verbal language was also very helpful to
draw upon the learners' concepts about what was verbally signified in the target
language, in 5.3.2.2. This use of non-verbal language sometimes collaborated with
the teacher's use of non-negative feedback, in 5.3.2.3. Thirdly, the teacher's
performance with non-negative feedback also provided these learners with hints
whether they should go on with the performance or stop and think over again before
going on, which also helped develop their ideas regarding the lesson contents they
were learning.
In the aspect of the learners' performance and characteristics, according to Research
Question 4, in 6.1, the learners' combination of verbal language and coherent things
in the target language, interactions, enthusiasm and frivolity promoted their learning,
whereas their ignorance of details impeded their learning, as in the following detail.
Firstly, the learners' combination of verbal language and coherent things in non-
verbal language built upon the learners' clearer understanding about the concepts
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presented in classroom practice. Secondly, these learners' interactions with both the
teacher and their peers also supported their learning throughout the lessons, by
stimulating the learners' actions and thoughts in classroom performance. However,
the learners' interactions with peers were quite illegitimate, for the teacher did not
promote this in order to avoid distraction to these learners, as specified in the teacher
interview in 5.3.3.2. Thirdly, these learners' enthusiasm prepared themselves for
learning and paying more attention to the lessons than older learners. Fourthly, the
learners' frivolity, or not being serious, enabled them to enjoy the lessons without
being really affected by any other factors such as embarrassment as with older
learners, as proposed in the Affective Filter Hypothesis (Richards and Rogers 200 I:
183). In contrast, these learners also had a distinguishing characteristic that impeded
their learning, ignorance of details. This characteristic led to some difficulties in
making understanding of the lessons. In brief, the learners' performance and
characteristics both promoted and impeded their learning of English in this EFL
context.
6.3 Emergent Issues
Subject to the findings of this study on this EFL instruction to these early-years
learners in both areas of language learning policy and language use, there are some
emerging issues worth considering, as follows.
6.3.1 Possibility, Practicality and Usefulness of TEYL as an Additional
Language
According to the findings in both areas of language learning policy and language use,
the concept of teaching English to young learners (TEYL) in this study is possible,
practical and useful, as in the following details.
Firstly, some of these early-years learners' characteristics, like enthusiasm and
frivolity which are the sources of positive attitudes most learners at this age possess
(Brumfit 1991: vi-vii), facilitated their learning along this EFL instruction. Subject to
Cameron's inquiry (2003: 107) of 'how children react when they encounter new
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language', these early-years learners' enthusiasm drew their attention to this EFL
instruction and also made themselves ready for the lessons. This facilitated these
learners' learning of this target language to some extent. Likewise, these learners'
frivolity also kept their attitudes towards this EFL instruction positive or at least
neutral, which enabled them to go on with this learning further. As a result, with
these two characteristics of these early-years learners', the language learning policy
and use of TEYL as in this EFL instruction are possible and practical, as evidenced by
the findings of language use in Chapter 5. This is aligned with Rosenbusch's
proposal of young learners' positive attitudes toward diversity to facilitate their
foreign language learning (1995 cited in Takahashi et al. 2000: 139). Furthermore,
these positive experiences in learning at their very early ages could also provide these
learners with 'a firm foundation' (Wragg 2004: 2) of positive experiences in learning
for their later further learning. In addition, these positive characteristics of
enthusiasm could also be promoted by the teacher to be linked to their needs and
development as Coyle and Verdu suggested in their findings (2000: 289-290).
Secondly, in spite of their insufficient communicative skills, especially in this TL
these learners still had some good learning strategies to make sense of communication
in this language, by developing their concepts through combination of verbal
language and coherent things in the non-verbal language as in Farkasova and
Biskupicova's study (2000: 128) and interactions with both the teacher and their
peers, as in Coyle and Verdu (2000: 289-290), in 2.3.1. So, these young learners
could be considered as sense-makers who tried 'to make sense of other people's
actions and language' (Cameron 2001: 4) in this EFL context. This aligns to the ideas
proposed by Prendergast (Richards & Rodgers 2001: 7), and Gouin (Richards &
Rodgers 2001: 8) about how children drew upon their understanding in learning.
Prendergast viewed that children interpreted utterances according to 'the contextual
and situational cues'; whereas Gouin proposed the presentation of clear meaning in
the learning context so as to build on learning among young learners (Richards &
Rodgers 2001: 7-8). This also corresponds to Cameron's ideas about children's
learning a foreign language through the search for meaning (2003: 107) which
showed that children learned languages with the focus on meaning delivered in the
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language, not along the language structure. This corresponds to Read's comment on
Donaldson's demonstration that 'young children respond to what people mean before
they respond to what language means' (1998: 24). This aligns to Vygotsky's concept
of children's social interactions in the process of internalisation which develops their
language learning (Cameron 2001: 5-6; and Meadows 2006: 299). Similarly, Osborn
(2005: 22-23) also raised this quality of meaning making as one out of seven
characteristics belonging to effective learners aged between seven to twenty-five,
according to her colleagues' study, as supporting learning. With these early-years
learners' attempts to make sense of their learning of English by combining the
meanings from both verbal and non-verbal communication in classroom practice with
the help from the teacher and classroom activities, these learners could develop some
concepts related to the lessons and finally learn the language through these concepts,
even with the use of EM! alone as discussed further in 6.3.1.2. This confirms that
teaching English to these early-years learners is possible and practical. Besides, this
way of learning languages shown in this study is also useful for these learners as a
basic skill of thinking for further learning.
As discussed above, such an EFL instruction to early-years learners as in this study is
useful for the learning of this language or other languages among learners at this age.
Moreover, this age of learning can also be considered as a significant time for these
learners to 'establish some good and bad habits' m learning (Wragg 2004: 2),
especially later. This idea was also promoted, as in Takahashi, Austin and
Morimoto's study (2000: 139).
However, in spite of its possibility, practicality and usefulness, this TEYL practice
above still consists of some issues that should be taken into serious consideration, as
follows.
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6.3.2 Useful and Practical Use of ELT I EMI (in Combination with Non-
verbal Communication, Interactions, Tasks and Teacher's Classroom
Discipline)
The use of the target language, or English, as the medium of instruction (EMI) in this
EFL context, according to the findings in Chapters 4 and 5, is quite useful and
practical for these young learners, which is slightly different from other contexts. In
this EFL context, the use of EM! in this context stimulated these learners to develop
both their language skills and cognitive ability together, as reviewed in 5.3.1.1. In
terms of development of language skills, this EMI use widened the learners'
perspective by providing these learners with more experiences of language structure
and contents. In terms of cognitive gain, this EM! use enabled the learners to become
more active, as shown through their increasing attention paid to the lessons, to
develop some concepts about the language they were learning, in spite of their limited
knowledge about the TL, as illustrated in classroom observations.
The use of EM! here seemed to be advantageous and practical in the following aspects.
Firstly87, this EM! use could be achieved with the support from other components,
like non-verbal communication, interactions, tasks and the teacher's classroom
discipline. This resulted from these EFL learners' limited knowledge and skills in this
target language due to their young age, so some other sources of help were needed to
implement this EM! use with their learning. In this way, these young learners'
thinking was stimulated, with the help of their surroundings and other people, forward
beyond the level they were expected to reach, subject to Vygotsky's idea of ZPD
(Meadows 2006: 308) and Bruner's scaffolding in LASS (Brewster 1991: 3; Cameron
2001: 8; and Meadows 2006: 309), as discussed in 5.3.1.1. This corresponds to
Cooper's idea of incentive that EMI could bring to learners when English is not used
only as a subject of instruction but also as a medium of instruction (Cooper 1996:
161).
87 With several levels of describing information in sequence in this section, this term and also others
in the same level of this sequence are made bold on purpose to prevent any possible confusion.
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'Not only exposure to the language but also incentive to learn it is greater when it
serves as medium than when it serves merely as subject of instruction.'
Among the components that facilitated the EMI use in this classroom context, non-
verbal communication was combined with the verbal expressions in this TL to be
used so as to lead to the learners' learning in the same way as interactions. Likewise,
interactions also constituted these learners' understanding in two major ways, through
teacher-learner interactions in 5.3.1.3, 5.3.2.1 and through leamer-learner interactions
in 5.3.3.2. With the language barrier as a result of this EM! use, these learners were
also forced to interact with the teacher for further communication, as when EMI was
used to introduce the term 'blue pants', as in 5.3.1.1. Similarly, non-verbal
communication and interactions usually cooperated with task uses in the weak form of
TBLT to draw upon these learners' learning of English as a subject in this context and
also specify the areas of their learning. Without tasks assigned in classroom activities,
these learners would not have been stimulated to use non-verbal communication or
interactions with their teacher or peers for their learning.
Besides, the teacher's strict classroom discipline of using English as the only medium
of instruction and not interacting with their peers, especially in their LI, Thai, in class
also promoted these learners' learning of English. Since these learners were very
young, between 5-6 years, they were very obedient to their teacher and her strict
classroom discipline above, as required by the teacher. This manipulated their
classroom performance under the teacher's direction. So, the use of EMI in this
context is quite surprisingly useful and practical, similar to Rojas's paper (1998: 18-
21), which mentioned her success in teaching English with EM! to three-and four-
year-old children. With the activities presented in a meaningful way and a joyful
approach, Rojas reflected that these very young learners could understand everything,
in particular the three-year-olds hardly said anything whereas the four-year-olds could
'make spontaneous contributions in English.'
Secondly, in addition to the support from other components of instruction, the EM!
use in this study is different from other contexts such as the studies by Kiely and Rea-
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Dickins (2005: 132) and Carless (2008), in both terms of effects and details of EMI
use.
In Kiely and Rea-Dickins's study (2005: 132), Evaluating the Contribution of the
Native Speaker Teacher, the use of EMI in the secondary school was claimed with a
different effect, namely failing to promote learners' exposure to English language
learning, which is opposite to the benefits of EMI use Cooper (1996: 161) and
Browne (2009: 164) proposed. Moreover, Kiely and Rea-Dickins's study also
revealed the use of EMI decreased but the use of their L I in class increased, instead.
Carefully considered, the details between the EMI uses in Kiely and Rea-Dickins's
study and this research study are different, which led to different results. For example,
the different ages of learners affect different kinds of performance in class, especially
in combination with the teacher's performance. In Kiely and Rea-Dickins's study, the
learners at secondary level were much older, so they gained more freedom and
autonomy in class than the ones in this study. They could not be completely
controlled no matter how strict the teacher was and could always find some
opportunities to comprehend the lesson by talking with their classmates, especially in
their Lt. Moreover, the language and meanings were more complex in the secondary
school, so Ll was promoted for understanding L2. With some learners' previous
negative experiences with English, the EMI use became more impossible. In this
TEYL case, the learners were very young, as previously described, so they could be
easily manipulated under the teacher's strict control regarding classroom discipline
and could be prohibited from using their Ll to talk to their classmates. This strictly
controlled situation subject to the classroom discipline with the EMI use surprisingly
enabled these learners to try harder to make understanding of the lessons, which
finally developed their learning to the higher level, as described in 5.3.1.1.
In comparison with Carless (2008: 332) and Nakayama's (2002: 207) studies related
to the EMI use in classroom, in which the decreased use of English was claimed to
result from 'lack of confidence', 'limited opportunities', 'peer pressure and resistance
to speaking in a foreign tongue' and 'pupils' misbehaviour', the EM! use in this
kindergarten context was more successful due to the following features. Firstly,
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regarding Brumfit's concept about young learners' fewer negative attitudes towards
foreign languages (1991: vii), it is possible that these kindergarten learners were not
afraid of making mistakes in learning a new language. So, this TL use was not
impeded as in Carless and Nakayama's studies and also did not discourage the
leamer's learning. Secondly, in this kindergarten context, all learners were always
provided with opportunities to use this TL, so Carless and Nakayama's idea of
'limited opportunities' could not affect the EMI use in this kindergarten classroom
setting. Lastly, with the teacher's strict classroom discipline, these kindergarten
learners were finally forced to use the target language. which was different from
Carless and Nakayama's studies. This success in the EMI use in this Thai context
aligned to Nakayama's claim of pupils' age, according to Franklin (1990 cited in
Nakayama 2002: 213) and Macaro (1995 cited in Nakayama 2002: 213), in one out of
seven 'true impediments of target language use in the classroom', which proposed
that some teachers could use the target language more easily to teach younger pupils
due to the pupils' regard of the language as 'means of communication' as previously
described in Chapter 2.
In addition, subject to Browne's idea (2009: 164) about the benefits gained from
having English-speaking children work with bilingual learners, this EFL instruction
delivered by a native English-speaking teacher with EMI use also provided
comparable outcomes. Though the EFL learners in this context were not bilingual,
they were supposed to 'need, want and begin to develop a language that enables them
to participate fully in the group', in the same way as Browne's bilingual learners do
(lbid). So, these EFL learners could imitate their English native-speaking teacher as
'the language model[s], and follow her 'role model[s] for participation' into language
uses.
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6.3.3 Possible Application of TBL T with Young Learners for Teaching
English to Young Learners
According to the classroom observations, the application of tasks to deliver
instruction to these young learners is possible in the weak form of TBLT in this
classroom practice, as described in 5.3.1.2. However, this use of tasks in the weak
form of TBLT (Brewster & Ellis, with Girard 2002: 45) resulted from the
complication in applying the TBLT approach with such learners who are as young as
these early-years in this study context as later reviewed in 6.3.4. This practical
conformity of TBLT with this EFL instruction draws upon the particular attention to
some particular details of TBLT approach that should be taken into serious
consideration, like the differences between the weak form and the strong form of
TBLT. Considering the controversial debate about the practical application of TBLT
by Duran and Ramaut (2006: 47) and Carless (2008: 331) on one side, and by Willis
(2001: 118; and cited in Duran and Ramaut 2006: 47), Cameron (2001: 310), Bruner
(Brewster 1991: 2-3) and Foster (1999: 69) on the other, as in 5.3.1.2, the critiques on
the application of TBLT with early-years leamers were noticeably not carefully made
with enough details as the supporting evidence shows. In particular, it is obvious that
the weak form of TBLT, as in the following definition (Brewster & Ellis, with Girard
2002: 45), provides more possibilities in applying TBLT to early-years leamers like
the ones in this Thai classroom context further.
'It [The weak form of TBLT] involves: learners in using language for
purposes[originally italicised] which go beyond merely practising the language in order
to learn it; a context[ originally italicised] from which the purpose for language emerges;
purpose and context stimulating the learners to do something through language; and the
purposeful activity leads towards a product (see Littlewood 1993).'
It is true this weak form of TBLT in this EFL instruction did not produce such large
concrete Ieaming outputs, like a project of public presentation, as the strong form of
TBLT defined by Skehan (1998 cited in Brewster & Ellis, with Girard 2002: 45),
which is generally perceived as the typical form ofTBLT. However, this TBLT weak
form also focuses on 'the central role of meaning in language use' as part of TBLT's
general theory of leaming (Richards and Rodgers 2001: 226), similarly to Skehan's
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TBLT strong form, as reviewed in 5.3.1.2. In contrast, the tasks in this TBLT weak
form were assigned in smaller areas of language learning than in the TBLT strong
form, in order to facilitate these very young learners in making meanings of the
language in more particular areas, as discussed in 5.3.1.2, which aligns to the use of
tasks suggested in Coyle and Verdu's study (2000: 257-294). This corresponds to
Foster (1999: 69) and Foster and Skehan's (1996: 300) claims that TBLT was
supposed to bring in 'a better understanding of language learning' and that
'transacting tasks' would lead to language acquisition, respectively. Such
achievement through the use of tasks was once evidenced by the learners in
Szpotowicz's study (2000: 360-373)88. In brief, the use of tasks in TBLT was still
possible and useful but in the weak form and with some complications as mentioned
in 6.3.4. So, the application of TBLT to this TEYL should be carefully considered,
especially in terms of balance between the components of language learning provided,
like the use of benchmarks and details of language structure and content, so as for the
absolute achievement in learners' learning and teachers' instruction.
6.3.4 Complications in EFL Instruction
According to the findings about the notion of literacy and the task uses in the weak
form of TBLT, the issue of complications in teaching English to young learners as in
this EFL instruction is raised for consideration, as follows.
Firstly, subject to the notion of literacy, the required literacy in this EFL context is
multi-faceted, namely both 'text-centric' (Kern 2000: 3) and 'socially-constructed'
(Blackledge 2000: 2), as shown in 4.4.3.1. In spite of the focus on communicative
proficiency, this EFL literacy still relies on 'textual description' (Kern 2000: 3), or
some concrete components of the language, like spoken and written forms, e.g.
sounds and letters, in order to draw upon the learners' basic knowledge of the
language structure and rules with accuracy. With these learners' young age and
insufficient knowledge in both general communication and communication in this
target language (TL), these learners inevitably needed to learn some concrete
88 See 2.3.2.
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components of the TL as their basic knowledge from which they could develop their
learning in this language further. This aligns to Kern's idea (2000: 3) that 'the text's
linguistic elements' built upon literacy at the basic level. However, since this EFL
instruction emphasised communicative proficiency, the notion of literacy in this
context was consequently socially constructed both in the learners' learning
environments, the classroom settings, and their living environments, their daily-life
community. The combination of these two different components of 'textual
description' (Kern 2000: 3) and 'cultural practices' (Blackledge 2000: 2) in this EFL
literacy raises an issue of complication in teaching English to young learners, due to
the differences generally found in literacy with textual description and literacy with
cultural practices. So, this needs some adjustments from the theoretical principles
applied. For instance, in this particular case, the communicative way of language
learning could not be exactly applied with these early-years learners due to some of
their constraints, like young age and insufficient knowledge in general
communication and communication in this target language. So, some elements of
language structure were brought in so as to make an appropriate balance between the
knowledge built up derived from texts and the knowledge by the learners' learning
environment.
Secondly, considering how the task uses built upon the learners' learning of this target
language in this EFL instruction, the complication in using benchmarks and accurate
language structure and components should also be taken into serious consideration.
As a result of the learners' early stages of learning a foreign language, the uses of
tasks here needed to be very simple but with the focus on a small area of learning or a
particular topic (Brewster & Ellis, with Girard 2002: 45), which is considered as the
weak form ofTBLT. Then, some benchmarks, like initial letters of words, should be
brought in to associate relevant ideas the learners had with the lesson contents so as to
draw upon their comprehension.
Meanwhile, at this beginning stage of learning this target language, these learners
were also required to form their own language resource with some basic elements
necessary for learning this language further, namely the details about the meaning and
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the language structure of the language. With such resource, these learners would be
sufficiently well-equipped to develop their language learning further.
Considering the use of tasks to deliver the instruction as reviewed in 5.3.1.2, as an
example, these learners, at a superficial level, were first stimulated to recognise the
use of some benchmarks, like the initial letters of words, for learning in the former
task. However, in the latter task with the focus on meaning, these learners needed to
be accurate with all the details about the words they were learning in order to get the
concept, or the meaning, of the language they were learning, namely the toy words.
Instead of recognising only the initial letters of words as the benchmarks in learning,
the learners were forced to recognise the three following links in Figure 6.1 :
Link 1: the link between the beginning sound of the initial letter, like Ib/, and the
same sound in the whole set of sounds in the letter fbi:/;
Link 2: the link between the sound IiEI in this letter and the same sound In the
tentative toy word, like IIj~ul/; and
Link 3: the link between the whole set of sounds in this word / Ij~ul I and the concept
of the toy word they supposed.
fbi in fbi fbi in fbi:1
fbi in fbi:1 fbi in /baul/ OR Ib .. .1
OR ?/boul/ OR Ib .. ./
Figure 6.1: Three Links in Process of Learning Toy Words in the Latter Task
(Source: the bowl picture was derived from
http://3Ist-and-chi.blogspot.com/2010/10/bowl-cut.html)
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To recognise Links 2 and 3, these learners were supposed to accurately remember all
the links among each toy word, like its initial letter and the sound of the initial letter,
in order to be able to work on Links 1-3 above before comparing this set of sounds in
this toy word with another possible set of sounds in another toy word. Otherwise,
they would never be able to identify the correct toy word demanded in this latter task.
Thus, the uses of tasks in this EFL instruction were quite complicated, due to two
different directions, either simply using benchmarks or accurately identifying details
of language structure and components details in language, in the same lesson.
However, the task uses here were still possible as discussed in 6.3.3.
6.3.5 Mismatch between Teaching English as Ll and this Thai L2 Classroom
Context
The adoption of teaching English as L1 into this Thai L2 learning context was partly
considered as a mismatch. This EFL instruction was explicitly illustrated as being
directly transferred from the American teaching methods of EFL instruction by this
American native-speaking teacher, which is both advantageous and disadvantageous.
To some extent, this direct transfer of instruction of the English language is quite
advantageous to these early-years learners in the way that these learners were
provided with a natural way of learning this TL (Cameron 2001: 126) and a higher
degree of exposure to the language, in the same way as native-speaking learners, like
American children, do, as discussed in 5.3.1.4. However, this direct transfer from the
American teaching was also conducted with some limitations, like these Thai learners'
different level of exposure to the TL and cultural differences.
In terms of the learners' different level of exposure to the target language, these Thai
early-years learners were not as much exposed to English, this TL, as native-speaking
learners, like American children at the same age, both in everyday situations and in
class which provided them with merely a short period of instruction for 60 minutes a
week. Such limited exposure to the language prevented these learners from acquiring
enough background information to draw upon comprehension as much as native-
speaking learners do, as previously reviewed about phonics teaching in 5.3.1.4.
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Phonics (Cameron 2001: 149) could be embedded with some activities such as 'story
reading, class joint writing, sentence writing activities, songs and rhymes' with the
focus on vocabulary 'presented or recycled'. Even through recycling information for
learning, the instruction through phonics in the story The Cat in the Hat as discussed
in 5.3.1.4 was still impractical, as these learners lacked enough background concepts
in cognitive association, or 'mental connections' (Ibid), to link with the language they
learned. So, the exposed language became incomprehensible and could not promote
these learners' learning. Consequently, Cameron's suggestion of making
understanding of the meaning of expressions from the spoken language (2001: 126),
which requires a lot of background knowledge, is quite impossible in this case. As a
result, the concept of teaching through hearing before seeing by Vietor and Sweet and
other reformers (cited in Richards and Rodgers 2001: 10) is also not helpful at all
because these learners could not really make sense of most things they heard due to
their missing background concepts gained from daily life. This aligns to the case of a
young Mayan child in Azuara and Reyes's study, (2011: 191) whose 'literacy
practices are constrained by the limited experiences she has with the authentic text'.
In terms of cultural differences, as a result of the former limit, the different level of
exposure to the language, these Thai learners had limited exposure to the culture that
comes along with English and does not exist within their own culture. An example of
how cultural differences could affect to language learning in this EFL context is the
learners' lack of understanding when the teacher walked out of the classroom when
there were a larger number of pupils distracted than the limited number she set up,
which made her feel that the instruction became beyond control. However, according
to an interview with a parent (Parent Interview: 6.4865/nnl.m), it was accidentally
revealed along the topics raised in the interview that the pupil did not understand that
this action of walking out, which is a boycott, was the punishment. In contrast, this
parent insisted that her child did not feel anything about this at all, just doubt. So, this
example implies how understanding might not occur due to cultural differences.
Although it was not really part of the lesson contents, it partly affected the learning
process. Thus, it is recommended that clarification of the message delivered along the
TL and its culture, like this action, should be done to these very young learners, either
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by other relevant people at school, like class advisors or teaching assistants, or by
these learners' parents at home, in order to 'assist children's learning and
development' as suggested by Feiler (2010: 1).
Likewise, another similar example from the teacher which did not directly involve
learning achievement but probably understanding among relevant people, is the
teacher's action of pointing at the star on the floor with her right foot. This action was
considered as 'inappropriate' in Thai society, as in Figure 6.2. However, this resulted
from the teacher's lack of information about Thai culture. Anyway, it is
recommended that this inappropriate behaviour be mad known to this teacher, though
this action did not greatly affect the learners' learning and was not yet raised by any
learners, the corresponding understandings and attitudes between the teacher and the
learners need addressing so as to bring in a pleasant learning atmosphere.
Figure 6.2: Cultural Differences
(Source: Classroom Observation: Week 10Dayl Class5 Lesson I: IMGP4723: 07.20)
In both cases, the information was accidentally derived from parent interviews, which
implies that these early-years learners usually passed any of their experiences in
learning to their parents, sometimes without telling their class advisors or teaching
assistants. With full understanding, these learners' learning should take place with
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collaboration between their home and school. The learners' home and school should
keep on communicating and informing each other whenever there are any queries or
problems during learners' learning like this, in order to help each other to sort things
out. Clarification of messages and actions can widen learners' perspective in terms of
culture and support the learners 'academic achievement', subject to Joyce Epstein's
model of parental involvement (Feiler 2010: 56-60), Waller's theme about early
childhood, 'family and community experience and support' (2009: xvii), and Feiler's
implication of adults' scaffolding for children's thinking and learning in social
contexts according to the socio-cultural theory (2010: 14). In this way, the EFL
literacy with such cultural differences could be further developed in spite of cultural
diversity (Datta 2000: 24).
This concept of how cultural differences might affect language literacy aligns to
Kern's idea about the culture existence in literacy of texts (2000: 16) which directly
deals with the language. At the same time, this also involves Blackledge's idea about
culturally-constructed literacy which required 'shared experiences within an
interpretive community in order to adequately comprehend texts' (2000: 18). The
direction of how culture gained from the learners' L1influenced their learning of this
target language (L2) is also discussed further in 6.3.6.
6.3.6 Transfer of Concepts from Ll to L2
Another distinguishing issue of discussion emerging from the findings about the
language use in classroom practice in this EFL instruction is the transfer of concepts
of language development from the learners' Ll to L2. According to the classroom
observations, it seems inevitable for these early-years learners to learn this target
language without transferring concepts from their LIto L2. The clear example of this
was illustrated in the discussion of how these learners learned the colour words in
5.3.3.1, especially according to the learner interview. This implies the transfer of
concepts about the colour words they were learning from their own LIto their
learning of L2, which aligns to Browne's ideas about knowledge transfer from
learners' LI to L2 (2009: 160) and Blackledge's idea about cultural literacy which
'emphasises the need for shared experiences within an interpretive community in
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order to adequately comprehend texts' (2000: 18). Consequently, from this aspect of
L2 learning, it should be noted that learning of an additional language is inevitably
partly influenced by the learner's Lt. Moreover, in this particular learning context, it
is quite remarkable that these early-years learners could transfer their concepts from
LIto L2 without using their L1 for making understanding of L2 they were learning at
all. This corresponds to the idea about the EMI use in this EFL instruction as in 6.3.2.
6.4 Congruence of Language Learning Policy and Language Use/Practice
Regarding the findings of this EFL instruction to these early-years leamers in
Kindergarten 3 (K3) level in this Thai school, as discussed in Chapters 4 and 5, this
espoused acquisition planningf" (Cooper 1996: 157) in the language learning policy
was implemented into the language use in classroom practice, but with successes to
some extent.
In the wide scope, the notion of literacy aimed for these early-years learners still
focussed on communicative proficiency as previously planned, in spite of its inclusive
reliance on textual description. Moreover, the concept of exposure to the target
language still remained in the form of EMI use in classrooms by the American native-
speaking teacher.
However, in depth, the implementation of this EFL instruction was inevitably
comprised of both strengths and weaknesses in all areas of language use, as follows.
Classroom activities were quite effective, as reviewed in 5.3.1, with the only defect of
adopting some activities from the American ELT which did not promote the learners'
learning in this EFL context at all. The teacher's performance and prevailing
concepts also supported the learners' learning quite well except for the mismatch of
the application of some ELT methods for L 1 in the American style to this instruction
of English as L2 in this Thai classroom context, which did not stimulate any learning.
The learners' performance and characteristics also partly promoted their own leaming,
89 Acquisition planning (Cooper 1996: 157) is defined as 'organized efforts to promote the learning of
a language.'
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regardless of their ignorance of details which required the use of TBLT to be adjusted
into the weak form, so as to facilitate these learners' learning.
In brief, the curricular focuses in the language learning policy of this EFL instruction
was quite congruent with the implemented language use in classroom practice, in
spite of some degrees of unclear planning in the formulation level as previously
discussed in Chapter 4.
6.5 Summary
Considering this EFL acquisition planning along the curricular focuses in language
learning policy and the implementation of language use in classroom practice, there
were six major issues worth taking into consideration.
Firstly, the concept of teaching English to young learners, especially these early-years
learners as in this EFL context, was possible, practical and useful, even with some
complications in terms of notion of literacy and the components of TBLT application,
as reviewed in 6.3.4.
Secondly, the use of EMI in classroom practice was greatly successful, with the help
of non-verbal communication, interactions, task uses and the teacher's classroom
discipline. In one way, it is also remarkable that such teacher's strict discipline
ironically became positive, namely promoting the use of EMI and the leamers'
leaming, instead of discouraging these learners to keep on learning. Moreover, this
EMI use was quite different from other learning contexts in other research studies.
Thirdly, the TBLT use in this EFL instruction was slightly different from most uses of
TBLT, especially in the higher levels with older learners, as in other studies. This
TBLT use needed some adjustments due to these early-years learners' characteristics,
like emphasising the use of the weak form of TBLT instead of the strong form.
However, the TBLT use in this context was still practical subject to the definition
provided for the weak form.
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Fourthly, this EFL instruction consists of some complications in terms of notion of
literacy and the use of major components to build up the learners' learning with TBLT.
Fifthly, the application of the style of teaching English as Ll to this L2 instruction in
this Thai classroom context was partly considered as a mismatch, in terms of the
learners' different level of exposure to this target language and cultural differences.
This resulted from some limitations in gaining background information for language
learning, like the unsuccessful use of phonics, as reviewed in 5.3.1.4.
Sixthly, it was also discovered that there was transfer of concepts from the learners'
Ll to L2, as in 5.3.3.1, in spite of using L2 as the only medium of instruction in this
classroom context.
As a whole, the EFL instruction to these early-years learners can be considered as
quite successful, except for a couple of aspects i.e. part of the application of the
American style of teaching English as Llto this EFL instruction and some of the
learners' characteristics which impeded the learners' learning. However, the issues
emerging in this discussion chapter are so interesting that they lead to the further






'Early foreign language programmes have recently become extremely popular.
However, there is still insufficient empirical research to underpin this enthusiasm
with evidence of how and to what level children develop proficiency in foreign
language in particular kinds of context and on how realistic the aims are of many
current curricular innovations for teaching English to young learners (TEYL)'
(Moon & Nikolov 2000: II)
7.1 Introduction
This chapter hopefully provides some answers to Moon and Nikolov's
aforementioned reflection about early EFL instructional program via the conclusion of
the whole research study with the following components. Firstly, the summary of
study is presented with regards to the congruence among research questions, data
analysis and findings, followed by the evaluation ofthis research study, with strengths
and contributions, weaknesses and limitations in this research study. Then the
implications of this research study and recommendations for further research studies
are discussed prior to the final remarks.
7.2 Summary of Study: Research Questions, Data Analysis and Findings
Subject to the particular interest in implementation of EFL instruction to early-years
learners, together with the concepts about children's learning and second language
acquisition (SLA) in the theoretical framework reviewed in Chapter 2, this descriptive
study was set up to investigate the implementation and achievement of this EFL pilot
instruction to early-years learners in a Thai school. This research study aimed to
make sense of how early-years learners learned EFL along the curricular focuses in
the language learning policy and how the classroom activities, the teacher and the
learners promoted and/or impeded language use in classroom practice. This
investigation focussed on four major components (curriculum, classroom activities,
teacher and learners) in the areas of language learning policy and language use, along
Research Questions 1-4, as follows.
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RQ I: What is the focus of the planned English curriculum for these early-years
learners in this Thai school?
RQ2: How do the classroom activities constitute language learning opportunities
for the learners?
RQ3: Do the teacher's classroom performance and prevailing concepts about
language teaching support her learners' learning of English in this Thai
school?
RQ4: In what ways do learners' classroom performance and characteristics
promote and impede their learning of English in this Thai school?
To implement the objectives of this research study along the research questions above,
this study set out to investigate the EFL instructional program at Kindergarten 3 Level
of a Thai demonstration primary school, totalling 213 pupils in seven classes. The
study was conducted in the naturalistic paradigm of collecting the 'soft' data which is
rich in description (Bogdan & Biklen 2007: 2) with a qualitative method through
document reviews, less-structured classroom observations and semi-structured and
follow-up interviews in authentic learning contexts. The analysis of data was divided
into the areas of language learning policy and language use. The analysis in the
language learning policy area was carried on, regarding the notion of language
learning policy and the two major processes of language learning policy: language
policy formulation; and language policy implementation, as reviewed in 4.3 and
Appendix 13. Then, the data about the curricular focuses were illustrated as the
outcomes of the language policy implementation, to answer RQ I. The analysis in the
language use area was carried out, subject to the concepts on children's learning, SLA,
TBLT and interaction in learning regarding SeT, to investigate how these classroom
activities, the teacher's performance and concepts and the learners' performance and
characteristics significantly promoted or impeded language acquisition, according to
RQs2-4, respectively. The data from the document reviews, the transcripts of the
classroom observations and of the interviews, and the field notes from the classroom
observations were analysed through interpretation and cross-checked for the
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triangulation of data in this study as in 3.6. In the following parts, the summary of
study is reviewed along the order of research questions, with the processes of data
analysis and findings.
7.2.1 Research Question 1: Language Learning Policy
To respond to Research Question 1, the data analysis was conducted using document
reviews, interviews, and classroom observations. Firstly, all documents relevant to
the language learning policy, gained from 1) standard and official documents, like
some official announcements by Ministry of Education or the Government, 2) letters
and contemporary writing, like theses and publications from relevant organisations, 3)
cabinet and other papers, like the teacher's lesson plan (Appendix 4), and 4) images,
like the teaching materials (Appendices 14-17), were reviewed for the analysis in two
major processes of language policy formulation and language policy implementation.
Secondly, a semi-structured interview with the teacher was conducted to investigate
the focus of the curriculum. Unfortunately, it was not possible to be able to interview
any other relevant people. Thirdly, classrooms activities were also observed to
investigate curricular focuses.
According to the data gained from the document reviews, the interview with the
teacher and the classroom observations, the following issues were raised in the area of
language leaming policy.
Firstly, the notion of planned literacy was found to depend on both language structure
and rules, and the leamers' own community, as discussed in 4.4.3.1. The focus of
literacy on language structure and rules in this EFL instruction resulted from the
leamers' limited knowledge and skill for further development in language leaming.
So, these leamers needed to be provided with some basic components of the language
they were leaming. Meanwhile, with the focus of this EFL instruction on
communicative proficiency, this EFL literacy inevitably relied on the learners'
environment, both their learning context and social context.
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Secondly, this EFL instruction consisted of four major components:
I) communicative context with spontaneous activities; 2) EM! use; 3) weak form of
TBLT; and 4) interactions with non-negative feedback, as in 4.4.3.2. This
communicative context with spontaneous activities was planned to stimulate these
learners to be enthusiastic and ready to communicate with the focus on meanings as in
real-life situations. The use of EM! was also aimed to encourage the learners to pick
up the language in a natural and communicative way through the teacher's
presentation of 'comprehensible input' (Richards & Rodgers 2001: 185). Similarly,
the use of closed tasks in the weak form of TBLT was also included in the lesson plan
to stimulate these EFL learners to develop their thinking along the direction of tasks
in lessons. Moreover, interactions with non-negative feedback were also applied to
reinforce and lead the learners into the right direction of learning.
Thirdly, the lesson contents comprised four features: I) implication through
coherence; 2) actions for thoughts; 3) clarification of concepts with details; and 4)
development of thoughts, as in 4.4.3.3. The use of implication through coherence
with phonics, breadth learning and links of letters and words was included into lesson
contents so as to provide the learners with some benchmarks to recognise the forms of
the language they were learning. Sometimes, actions were also introduced in order to
stimulate these learners to think while imitating or adapting the actions along the
lessons. Moreover, some details were also used as the benchmarks for these learners
to recognise the concepts being learned in this target language. Likewise, some
lesson contents were also aimed to develop the learners' thoughts to the level higher
than their actual one.
7.2.2 Research Questions 2-4: Language Use
To find out the information of this EFL instruction according to Research Questions
2-4, the data analysis was conducted using document reviews, interviews and
classroom observations.
The relevant documents, like printed materials from books and supplementary sheets
and electronic documents from computer programs such as PowerPoint files, were
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reviewed to investigate the features of these EFL classroom activities (RQ2). The
semi-structured interview with the teacher was conducted and analysed for the
teacher's performance and concepts (RQ3), while the unstructured interviews with the
learners and the semi-structured interviews with the learners' parents were conducted
and analysed for the learners' performance and characteristics (RQ4). The less-
structured classroom observations were analysed to investigate these EFL classroom
activities (RQ2), the teacher's performance and concepts (RQ3) and the learners'
performance and characteristics (RQ4).
According to the data gained from the document reviews, the semi-structured
interviews with the teacher and the learners' parents, the unstructured interviews with
the learners and the classroom observations, the distinguishing issues in the area of
language use were revealed, as follows.
In terms of classroom activities as reflected by RQ2 above, four major components,
the use of TL, TBLT, interactions in classroom activities and the direct adoption of
instruction of English as the Ll , were applied so as to bring in the opportunities for
language learning as reviewed in 5.3.1. Firstly, the use of TL provided these EFL
learners with both the development ofJanguage skills and cognitive gain, as in 5.3.1.1.
Regarding the development of language skills, the TL use provided learners with
native language models and role models for participation. Concerning the cognitive
gain, the incomprehensible messages from the TL use urged the learners to draw upon
their understanding about the language they were learning with the help of all
information available. Secondly, the weak form of TBLT in these classroom
activities stimulated the learners to learn and also specified the learners' areas of
learning subject to the task demands, as in 5.3.1.2. Thirdly, interactions in classroom
activities also promoted these EFL learners' understanding of some concepts in this
TL, as in 5.3.1.3. Fourthly, the direct adoption of instruction of English as the Ll, on
one hand provides a natural way of language learning and exposes the learners to this
TL at a higher degree, and on the other hand does not bring comprehension of lessons
to the learners at all due to some limits in language exposure, as in 5.3.1.4.
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In terms of the teacher's performance and prevailing concepts as specified by RQ3
above, the teacher's applications of interactions, non-verbal language and non-
negative feedback played a great role in supporting language learning, as in the
following details. Firstly, the teacher's spontaneous use of interactions drew upon
the learners' better comprehension by both approving or disapproving the learners'
performance and giving the learners some guidance about the lessons, as in 5.3.2.1.
Secondly, the teacher's presentations of non-verbal communication in combination
with the verbal expressions in the TL also increased the learners' understanding,
which was sometimes in collaboration with the teacher's use of non-negative
feedback, as in 5.3.2.2. Thirdly, the teacher's performance with non-negative
feedback implicitly guided these learners with confirmation or rejection of their
performance and also stimulated them to grasp some ideas about the lessons they
were learning, as in 5.3.2.3.
In terms of the learners' performance and characteristics as directed by RQ4 above,
the learners' combination of verbal language and coherent things in non-verbal
communication, use of interactions, enthusiasm and frivolity promoted their learning,
whereas their ignorance of details impeded their learning, as follows. Firstly, the
learners' combination of verbal language and coherent evidence in non-verbal
communication in the target language helped clarify the concepts they learned in the
target language, as in 5.3.3.1. Secondly, the learners' learning through interactions
both with the teacher and their peers stimulated them to think and develop their
learning of this language, in spite of the teacher's disapproval of their interactions
with their peers, as in 5.3.3.2. Thirdly, the learners' enthusiasm encouraged them to
get ready for learning and pay more attention to learning than in the case with older
learners, in 5.3.3.4. Fourthly, the learners' frivolity, or not being serious, encouraged
them to enjoy the lessons without being greatly affected by other factors, as in 5.3.3.5.
However, these early-years learners also had a distinguishing characteristic that did
not support their learning of this target language, namely ignorance of details, which
refers to the learners' lack of attention to details, as in 5.3.3.3. This characteristic of
these learners' brought these learners into difficulties while learning this language. In
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brief, these learners' performance and characteristics both promoted and impeded
their learning of English in this EFL context.
7.3 Evaluation of Study
This study on the EFL instruction to early-years learners in Thailand is evaluated with
strengths and contributions to knowledge; and weaknesses and limitations.
7.3.1 Strengths & Contributions of Study
The strengths of this study, according to the findings revealed in Chapters 4 and 5 and
discussed in Chapter 6 are presented along with the contributions to theoretical and
professional knowledge, as follows.
7.3.1.1 Contributions to Theoretical Knowledge
Theoretically, this descriptive study of EFL instruction to early-years learners in
Thailand contains some strengths and contributions to knowledge relevant to TEYL in
the following aspects.
Originality of Study through Investigation into Real Classroom Practice
Through investigating a particular context of real classroom practice subject to Moon
and Nikolov (2000: 11) and Long's (2007: 19)90suggestions, an initial strength of
this study is to propose the findings in various aspects about language classroom
practice with well-supported evidence from data collected in a natural setting
(Richards 2003: 10). These findings comprised the alignment between the text-centric
literacy and the communicative learning context, the practical use of EMf and TBLT
in the weak form in EFL instruction to early-years learners. Such findings lead to
original contributions to theoretical knowledge, as follows.
90 Moon and Nikolov (2000: 11) once reflected on early foreign language instruction that there were
not enough studies showing the exact details of how children developed their foreign language
proficiency in a particular context, yet. Meanwhile, Long (2007: 19) also suggested the application
of a particular theory or approach to a particular context instead of using a particular theory or
principle to any contexts, as previously reviewed in 1.4.
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Firstly, the alignment between text-centric literacy and the communicative learning
context which, if superficially considered, seemed impossible with their own contrasts
but become possible as evidenced by the specific details from real-life classroom
practice in this study, as reviewed in 6.3.4.
Secondly, despite the claims from studies by Carless (2008), Nakayama (2002) and
Kiely and Rea-Dickins (2005) with critical views, the use of EMI in real classroom in
this research study became possible with these early-years learners, as discussed in
6.3.2. Moreover, this study also pointed out how EMI use was generally considered
as useful for learners to develop their language skills to the near-native level
(Cameron 2001: 30; Richards & Rodgers 2001: 206; Browne 2009: 164; and Dulay,
Burt & Krashen 1982; Scovel 1988; Larsen-Freeman & Long 1991; and Johnson 1992
cited in Nikolov 2000: 23), which was original to the knowledge of EMI with young
learners.
Thirdly, the controversial issue of TBLT use with early-years learners, as debated by
Duran and Ramaut (2006: 47) and Carless (2008: 331) on one side, and by Willis
(200 I: 118; and cited in Duran and Ramaut 2006: 47), Cameron (200 I: 310), Bruner
(Brewster 1991: 2-3) and Foster (1999: 69) on the other, as reviewed in 5.3.1.2 and
6.3.3, could be resolved with the suggestion of TBLT weak-form practicality,
according to the finding of this study, in 5.3.1.2. Furthermore, this use of TBLT
weak-form also confirmed Brewster and Ellis with Girard's theoretical concepts
(2002: 45) about the TBLT use with young learners.
In brief, without the in-depth investigation into real classroom practice in this study,
these distinguishing findings might not have been discovered. So, this study has to
some extent filled a gap between the contribution the previous studies made and the
challenge to the achievement in the area of TEYL, in terms of literacy, EM! and
TBLT.
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Application of Early-Years Learners' Resources to Promote TEYL
Resulting from the previous strength, investigation into reality, the second strength of
this study is in applying EFL instruction with an irregular learning context in this
study in which these early-years learners learned English as L2 at the stage of their
readiness i.e. at ages 5-6, in spite of the language barrier between themselves and a
native-speaking English teacher. This initiative application brought in some findings
considered as contributions to theoretical knowledge in terms of theories about
children's learning, as follows.
The findings involving this initiative application illustrated most early-years learners'
resources possessed i.e. their characteristic, attitudes and abilities, like ignorance of
details, enthusiasm, frivolity and sense-making, as in 5.3.3.3, 5.3.3.4, 5.3.3.5 and
6.3.1, respectively, which can improve EFL instruction to these learners and also
TEYL. This suggested some major components that should not be ignored in TEYL
arrangement. Meanwhile, the findings above also suggested some contributions to
knowledge involving theories of children's learning, namely some variables which
had not previously been supposed to have any effects on TEYL achievement, like
obedience and social acceptance. The early-years learners' obedience in this study,
which contrasted with other studies, like the older learners' higher level of autonomy
in Kiely and Rea-Dickins's study (2005), should be taken into serious consideration
as a driver to gear up implementation of TEYL. Similarly, with Browne's argument
about bilingual learners' need for social acceptance (2009: 164) in 6.3.2, the concept
of learners' need for social acceptance even at this young age also played a significant
role in the implementation of TEYL. The knowledge about early-years learners'
resources, both explicitly gained from the evidence of this EFL classroom practice
and implicitly derived from the debates between this study and others, paved part of
the way through difficulties previously considered as obstacles to instruction of
English to early-years learners.
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Support from Relevant People to Promote Early-Years Learning
With the strength of this study in investigating real classroom practice, another
contribution this study made to theoretical knowledge was the concept about support
from people relevant to early-years learners' learning, like teachers and parents.
These people could provide these learners with either direct support or indirect
support through collaboration with others, both at home and at school, so as to
promote learning, especially EFL learning as in this study, as Porter (2008: 1)
suggested.
'As a teacher or other professional, your primary responsibilities are to the children
in your care. However, any individuals who are in ongoing contact unavoidably
have an influence on each other (Fisch & Schlanger 1999). Therefore, what
happens with your students during their day at school goes home with them and
reverberates within their family environment. And some of what happens at home
comes in with them when they start their day at school. Like the ripples that spread
outwards when a pebble is dropped into a pond, events in one location can affect
individuals elsewhere. '
According to the use of interactions in 5.3.1.3 and 5.3.2.1, as well as the uses of EMI
and TBLT in 5.3.1.1 and 5.3.1.2, respectively, these learners' learning was directly
supported by relevant people and promoted to the higher level, as suggested by
Vygotsky' ontogenetic domain in Socio-cultural Theory and Zone of Proximal
Development (ZPD) (Meadows 2006: 308) and Bruner's Language Acquisition
Support System (LASS) (Brewster 1991: 3; Cameron 2001: 8; and Meadows 2006:
309). Likewise, the indirect support to these learners' learning, as accidentally
discovered in some parent interviews, showed that parents also played a great role in
these early-years learners' learning by acknowledging the learners' process of
learning from the learners themselves (Parent Interviews: 5.4864/ng.m; and
6.4865/nn1.m). Consequently, parents could promote these learners' learning through
collaboration with other people relevant to these early-years learners, as proposed by
Feiler (2010: 1, 14 & 56-60), and Datta (2000: 24) in 6.3.5. This issue of
collaboration corresponds to Christenson's view that 'parents need schools and
teachers need parents' (2004 cited in Porter 2008: 7), which really fills the gap that
Suvannathat and Passornsiri (1992: 184) once pointed out, as the lack of 'active
parent involvement' in early childhood education in Thailand, and also sheds light
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onto the same issue raised by Farkasova and Biskupicova (2000) and Azuara and
Reyes (2011) in 2.3.3.
7.3.1.2 Contributions to Professional Knowledge
In terms of professionalism, this study raised some interesting issues which
contributed a great deal to the area of researching and teaching languages, especially
English as a foreign or a second language, as follows.
Provision of Unexpected but Relevant Issues
With the strength of investigating the real situation, this study illustrated useful
professional knowledge by providing some unexpected but relevant issues emerging
from this real classroom practice. The first example was the practical use of EMI in
this study in a natural setting, which required the availability of other components,
like non-verbal communication, interactions, use of tasks and even the teachers'
classroom discipline. In some other studies set up with the use of EMI as the only
variable aimed to be investigated, with no other components as mentioned above, the
study findings could probably show whether it was possible or not to deliver the
instruction with EMI, but with no other issues revealed as coherent to this EMI use,
due to the limitation of the research design. The second example with the theoretical
concept of collaboration between the teacher and the parents in 7.3.1.1 that emerged
in this study also pinpointed combination of relevant components in children's
learning as part of professional knowledge. Thus, the research design with the
qualitative method to collect the soft data in a naturalistic paradigm as in this study
really widened both researchers and teachers' professional perspectives with the
provision of some unexpected but relevant issues and/or components in order to
propose another channel of promoting these learners' learning and comprehension.
Peer VaUdation
Another strength of this study was the study credibility (validity) found in the process
of analysing data from classroom observations with peer reviews, as mentioned in
3.7.1. When the analysis of data from the observations in the forms of video clips and
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audio recordings was to some extent ambiguous to the researcher, the reviews with
the researcher's peers were occasionally conducted, in order to be as objective in
analysis as possible. This led to another contribution to professional knowledge for
researchers i.e. providing researchers, especially ones conducting qualitative studies,
with another method of assuring credibility (validity) in conducting their research
studies
7.3.2 Weaknesses and Limitations in Study
Since this study was conducted through the investigation of real classroom instruction
in real learning contexts, it was inevitable to contain some weaknesses and limitations
while it was being conducted in the field, as with other empirical studies. Weaknesses
here refer to any errors found in all areas while conducting this research study;
whereas limitations refer to some restrictions that cause errors to take place. However,
both weaknesses and limitations are discussed together along the issues emerging, as
follows.
7.3.2.1 Lack of Diversity
There were two distinguishing examples showing how this research study lacks
diversity, which partly affects the presentation of its findings. Firstly, with the focus
on 'soft' data (Bogdan & Biklen 2007: 2), or data that are rich in description,
collected in a natural setting (Richards 2003: 10) to promote understanding of this
research context, regarding Long's reflection (2007: 19) of the application of a theory
or approach to a particular context, this study merely aimed to present the findings in
a single aspect, without any comparisons and contrasts with other comparable
research contexts. In this study, in-depth understanding of this particular EFL context
was drawn upon with detailed information derived from the description and
interpretation of the soft data. As a result, this study might not be very convincing in
terms of diversity in research study contexts.
Secondly, with having only one native-speaking English teacher teaching this EFL
instruction, this study consisted of another limitation of showing no variety of
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teaching methods. The concepts underlying the teaching methods were just presented
in a single-faceted model through this teacher, without any comparisons and contrasts
with other teachers' or other teacher peers' reviews, as suggested in Bailey's study
(1996 cited in Richards 2000: 16). So, the contributions this study could make to the
area ofEFL in terms of teaching methods were limited with no diversity at all.
Both of the weaknesses above were derived from emphasis on the depth rather than
the breadth of this research study, as the limitation which is in common with most
qualitative studies similarly focussing on such profound understanding.
7.3.2.2 Missing Data
In this research study, there were times when some data were missing during the
collection process and with no other way to acquire them. The first instance of the
missing data was during the search for the information about the language learning
policy specified by the policy makers in the middle tier. Some relevant data could not
be collected from these policy makers through personal interviews. This resulted
from the limitations of the tight schedule of data collection, the effects of political
crisis at that time and some other reasons in terms of politics in management. With
the unsuccessful follow-up attempts, the process of collecting these missing data was
ended, and the analysis had to be conducted with only data collected from some other
sources, instead. This weakness with the missing data resulted in a lack of some
details necessary for clarifying and analysing the espoused teaching philosophy,
methodology and performance, as anticipated by these middle-tier policy makers.
However, the analysis of the language learning policy of this middle tier could still be
conducted with a concrete plan of the EFL instruction with EMI starting in
Kindergarten 3 Level taught by a native-speaking English teacher, as explicitly
illustrated in the discussion of 4.4.2.
The second instance of the missing data was illustrated when some unstructured
interviews with retrospective questions were conducted with some learners in order to
triangulate the information relevant to their learning. With the limitations resulting
from the data-collection process in the real teaching and learning situation, some
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necessary data could not be collected from these early-years learners. Since these
learners' schedule was fully filled with a lot of activities arranged both in and outside
the curriculum, it was rarely possible to interview the targeted learners soon after the
classroom observations. This also affected the detailed information the learners
provided a long time afterwards because of their memory. Namely, some learners
could not recall what happened in that learning in spite of being reminded with some
promptings.
7.3.2.3 Lack of Triangulated Data
With the researcher's judgement, it is possible to state that this study consisted of
another weakness i.e. lack of triangulated data. The first instance was in the only
teacher interview which was merely conducted at the end of this study. This
weakness resulted partly from the limitation of the tight schedule the teacher had and
also the researcher's own reason for avoiding dealing with the teacher's attitude at the
beginning of this study in order to keep herself as impartial as possible. However, it
also led to a single piece of information from the teacher which could not be
triangulated with another piece of information from the same teacher. Likewise, the
second instance was the lack of triangulated data from the learners during the follow-
up interviews, without providing them with an opportunity for stimulated recall about
their classroom performance by showing the video clips. Similar to the first instance,
this weakness was caused by the time limit for the interviews subject to these learners'
tight schedule and also the researcher's own intention not to bring in anything that
could influence the learners' replies during the follow-up interviews. This, on one
hand, can be considered as lack of data to be triangulated in each issue, which might
affect the process of conducting this study..
7.4 Implications
With the contributions of theoretical and professional knowledge and the weakness




The contributions to theoretical knowledge discussed on literacy, EMI, TBLT,
application of early-years learners' resources and support from relevant people to
promote early-years learning in 7.3.1.1 point out some interesting implications in
terms of theories. Firstly, theoretical concepts sometimes cannot be applied alone but
should be embedded with others in order to be effective, as the application of
concepts about literacy, EMI, TBLT or people relevant to children's learning. This
study shows the collaborations between the two aspects of literacy, the use of EMI
with help from non-verbal communication, TBLT and others, the use of TBLT in
collaboration with EMI, non-verbal communication and others, as well as the
cooperation between people relevant to children's learning, like teachers and parents.
Secondly, theoretical concepts vary along with each particular context with particular
appropriate adaptation, as in the findings about these learners' resources and the use
of EMI. The learners' resources, like obedience or frivolity, if superficially
considered, seem not to be useful to learning at all. In contrast, these two
characteristics became very useful to these young learners' learning, unlike in other
studies. Likewise, the use of EMI with these young learners in this study, which
seemed to be useless, was proved to be effective, in combination with these learners'
characteristics, like enthusiasm, together with their social need of acceptance. In brief,
these two implications of this study suggested a multi-faceted application of
theoretical knowledge, particularly about children's learning.
7.4.2 Pedagogical Implications
Besides the theoretical implications, this study also proposes some pedagogical
implications, as in 7.3.1.2
Firstly, it is recommended that all the concepts related to TEYL mentioned in 7.3.1.1
be seriously considered as the fundamental components of TEYL curriculum,
especially the learner-oriented ones, in order to promote TEYL in the long-term. This
aligns to Read's suggestion (1998: 24) of adopting the teaching approach that suited
the early-years learners' characteristics and needs, so as to make English learning at
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this age 'a motivating and valuable part of children's education.' Secondly, people
and organisations that are relevant to early-years learners's learning, like parents and
teachers, should also be taken into serious consideration while the language policy or
the curriculum of TEYL is designed and planned, in order that TEYL would be the
most effective. Thirdly, with the nature of the research design exploring this EFL
instruction to early-years learners in a real situation, this study provides 'novice
teachers' with some teaching exemplars, after observing experienced teachers'
performance (Richards 2000: 141), as with this native-speaking English teacher's in
this study, so as to 'develop a repertoire of strategies and techniques that they can
apply in their own teaching' (Good and Brophy 1987 cited in Richards 2000: 141). In
other words, this research study added some values to other language teachers'
novicehood by allowing them to make use of some indirect experiences gained from
other experienced teachers as their teaching guidelines. Moreover, as outsiders with
no stakes to hold, these teachers could also consider such teaching performance
without bias.
7.4.3 Methodological Implications
In terms of research methodology, this study implies some interesting issues, as
follows. Resulting from the weakness of missing data and lack of triangulated data in
7.3.2.2 and 7.3.2.3, respectively, it is first recommended that researchers of qualitative
studies like this should prepare in advance for missing data and any unexpected but
relevant issues, in order to be able to efficiently deal with problems in the field.
Moreover, with the complications encountered in this classroom research i.e. the tight
schedule of the learners, the teacher and the administrators, the learners' young age,
and the complex nature of this EFL instruction, as in this study, I, as a researcher,
would like to advise the researchers who would conduct similar research to provide
themselves with some time in advance so as to review research processes while
progressing. In this study, the schedule of data collection was very tight because of
the teacher's teaching schedule. So, the researcher did not really have enough time to
review the research process while it was ongoing.
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7.S Suggestions for Further Research
Regarding the discussions on strengths and contributions, weaknesses and limitations
and implications above, I, as a researcher and a teacher of the English language,
would like to make the following recommendations on further research studies.
Firstly, though this study was conducted in a broad scope with four areas of
instruction (curriculum, classroom activities, the teacher and the learners) through the
investigation in a single case study of this EFL instruction to early-years learners at
this Thai school, it is also hoped that the contributions this study made in all terms of
knowledge can be beneficial to other kinds of research studies with particular focuses,
especially in experimental ones. Some recommended areas of further studies
comprise the ones with EM! use with young learners at different ages, TBLT different
forms in ELT, EFL instruction and TEYL, combination between verbal and non-
verbal communication in TEYL, as well as TEYL promoted by young learners'
typical characteristics, especially in each particular context. Secondly, with the
coherence between TEYL and various variables that could bring some impact on
these learners' learning as previously discussed in Chapters 4-7, it is recommended
for any further research studies to pay more attention to relevant variables that can
affect TEYL, like the collaboration with relevant people as suggested in 7.3.1.1. or the
combination of variables relevant to TEYL as recommended in 7.4.1. Likewise, even
further interdisciplinary practice of research studies between the area of TEYL or
early-childhood education and other areas such as psychology which deal with
support to young learners should also be taken into account.
7.6 Reflections on Study: Personal Knowledge
As a researcher and a language teacher, this study also contributed to my personal
knowledge by broadening my perspectives with some surprising experiences in EFL
instruction to early-years learners which were beyond my expectation, in the aspects
of interactions between the teacher and the learners and learning development, as
previously discussed in Chapter 1. In the former aspect, my exposure to this study as
an observer of this authentic EFL instruction surprised me with some unexpected
issues in terms of interactions according to SCT, as well as EM! use, TBLT and also
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other issues related to EFL and TEYL, from a different angle to being a researcher
conducting an experimental study. Though it takes a lot of time and attempts to make
understanding of what was seen and heard in this TEYL context, it is worth searching
for such useful findings, as discussed throughout this dissertation how the EFL
instruction with those focuses could be done. Several findings of this study
eliminated my former doubts in how EFL instruction in the aforementioned terms
could be practical to such very young learners. Secondly, in terms of learning
development, some of these early-years learners' characteristics, like sense-making,
which were quite similar to adults', acknowledged in this study also influenced the
reform of my pedagogical philosophy, especially in terms of classroom performance
and attitudes about learners at this age. Without profoundly investigating this
descriptive study I would not have encountered such amazing findings of how these
learners formally developed their own learning of a foreign language in spite of their
limited communicative skills and language barrier. This convinced me that their
learning ability should not be underestimated at all. Besides, with these unexpected
issues emerging during the research studies, I, as a researcher, have learned to solve
the problems with great care in order to avoid any damage to the collected data and
relevant people and organisations. These experiences are of such high value that they
inspired me to continue studying further how to make the most use of all components
ofTEYL instruction further as an EFL teacher and researcher.
7.7 Final Remarks
Last but not the least, teaching a foreign language, like English, to early-years learners
as reviewed in this study was assumed to be possible, practical and useful without any
harm (Brumfit et al 1995: vii cited in Gika and Superfine 1998: 5) or any 'knock-on
effects for the rest of ELT' (Cameron 2003: 105). In contrast, this research study
provided detailed discussion of 'how and to what level children develop proficiency
in foreign language', which here means English, as Moon and Nikolov (2000: 11)
suggested, especially with world knowledge, or the way in which use and
understanding of language were influenced by specific cultural backgrounds, (Arndt
et al. 2000: 20) and as in sociocultural terms (Magnan 2008: 350-351). Finally, my
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hope is that this dissertation with its findings and discussions can make contributions
to I) the study in the areas of second language acquisition, early foreign language
education and also sociocultural theory, 2) EFL teachers of early foreign languages, 3)
my institutes, University of Bristol and Suan Dusit Rajabhat University, 4) my
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Please include an outline of the project or append a short (1 page) summary:
With the interest in how learning of English as a second or a foreign language (ESL or
EFL) can develop, especially in terms of learner's age, this research study aims to
study the instruction of English as a second language or a foreign language given to
early-years learners in Thailand, which is considered to be in the Expanding Circle
Kachru 1985: 12 cited in McKay & Bokhorst-Heng 2008: 29). Resulting from the
controversial questions about a leamer's appropriate age for learning a second or a
foreign language, such as when non-native learners should learn English, in their
childhood or adulthood and how the learning should be arranged, with what kinds of
policy and teaching methods, this study has been first planned with the focus on
early-years ESLIEFL learners.
It is clear that adults seem to have more advantages in learning languages, like usually
concentrating longer on the lesson (Cameron 200 I: I), being more accurate while
learning English (Ellis 1996: 201), being clear about their own needs (Brumfit 1991:
iv). However, children, especially young children, still have some better
91 This is the original title of this research study.
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characteristics than adults that facilitate language learning, like their more enthusiasm
and liveliness in learning (Cameron 2001: I; Brumfit 1991: v), more adaptability to
learning without 'self-consciousness' (Brumfit 1991: vii) or influences from their
native language (Ll) (VanPatten and Williams 2007: 20), more devotion of time in
learning (Brumfit 1991: vii), fewer negative attitudes to foreign languages (p.vii), and
less embarrassment at using the language (Cameron 2001: 1). This agrees with
Morrow (1989: 2-3), Hazneda and Gavruseva (2008 cited in Lakshmanan 2009: 644)
and Spolky (1989: 96 cited in Long 2007: 12), who believed that younger learners
could learn better. These young learners' advantages which would have some effects
on English acquisition become so fascinating that a descriptive study of instruction of
English to early-years learners in a primary school is set up to investigate the
instruction of English as a Foreign Language (EFL) to early-years learners in
Thailand, in the aspects of I) English curriculum, 2) classroom procedures, 3)
teachers' classroom performance and concepts, and 4) learners' classroom
performance and characteristics. The investigation of the EFLIESL instruction is to
be conducted with qualitative method with the help of the research instruments of
document reviews, observations and interviews in order to collect the existing
qualitative available the naturalistic paradigm, so as to find out how effective the
EFL acquisition is achieved in this particular context, considering the theories of
second language acquisition in young learners.
Ethical issues discussed and decisions taken (see list of prompts overleaf):
According to the guidelines provided by the Graduate School of Education in the
GSOE Research Ethics Form, I will work on this research study with great care, in
terms of ethics, as follows.
• Researcher access/exit
While undertaking this research study, I will be careful at each and every stage of
research with my verbal and non-verbal actions whenever I make an access or exit to
other researchers, according to the University of Bristol's research practice guidelines.
(http://www.bristol.ac. uklredldownloads/researchlresearch practice guidelines.pdf: 1)
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Speci fie questions
On what basis have you negotiated access to the research site?
I have negotiated access to the research site on the basis of
a) the correspondence between the focus of my research study and the features of
EFL in this school;
b) the benefits of EFL learning possibly occurring to the organization I am going to
work for after my study, that is the Faculty of Education and La-or Uthit
Demonstration School; and
c) the willingness of the participants and the organizations.
What benefits are there for participants?
The current participants may not get any direct benefits now, as long as the findings
of this research study have not come out yet. However, some useful concepts and
practices could be beneficial to the people and the relevant organizations which are in
the same community as these current participants later when the research findings
have been proved as effective.
Will you remain in contact after data collection?
Yes. I will keep my participants informed about the results of the findings, according
to the negotiation made in the consent form. Especially, when permission has to be
approved before some information about the findings is given out to the public,
• Information given to participants
All the participants who take part in this research study will be fully informed with
clear and accurate information they should gain about this study, especially whatever
can affect their personal lives and legal rights.
Further questions
How will the information be provided to managers, teachers, children and their
parents?
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The information about anything that can affect their personal lives and legal rights
will be first given before the observations, the document reviews and the interviews
start.
Will all the information be provided at the outset?
Yes.
Will it be clear then?
I will try to make it as clear as possible. If not, all the participants will be given
chances to ask and make understanding of this matter throughout the research study.
• Participants right of withdrawal
All participants who take part in this research study will be given right of withdrawal
from the study any time without any objection.
Further question
What will happen is some children wish to withdraw?
They will have rights to do that without any objections from me, the researcher, or the
school.
But will the children miss lessons in that case? And if they do not wish to be videoed,
do they have the opportunity to sit where the camera does not record them?
• Informed consent
All participants will be first requested for their consent, and their informed consent
should be obtained from all participants before the study begins.
Further questions
What is the consent for?
The consent is for approving the participants' permission to give out the data that are
relevant to them.
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Are participants committing to giving you time, e.g. for interviews?
Yes, they are.
• Complaints procedure
There will be at least a complaints procedure available for participants of this study,
in case of any misconduct or inappropriate professional manner happening during this
study.
Further questions
Who can they complain to?
They can complain to my supervisor, Dr. Richard Kiely, or the University of Bristol,
or to the authorities of the demonstration school.
How will they know who to complain to?
I will inform them about the details of who they can complain to at the beginning of
the data-collection procedure.
• Safety and well-being of participants/ researchers
All participants will be guaranteed with safety and well-being through the
researcher's great care while conducting this research study. The researcher will
inform any possible benefit or harm to all the participants at every stage of research
study.
Further question
Are there any specific issues here for the children involved in this study?
Yes. I will deal with all child participants with great care, in terms of their physical,
mental and emotional security. For example, I will be careful not to use any words
that harm the child participants during the data collection at all. Moreover, I will be
careful with the child participants' information, like their pictures, their real names
and their personal data. So, they can be safe and not disturbed.
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• Anonymity/ confidentiality
All personal information, as well as the specified information that needs revelation,
relating to all participants, relevant people and relevant organizations will be kept
anonymously and confidentially in order to respect the information owners' privacy
and to avoid any damages to them, according to the legal requirements of the Data
Protection Act 1998. Any necessary revelation of the information will be first
approved by the information owner.
Further questions
What instances of 'necessary revelation' might arise?
An example of 'necessary revelation' is something like the revelation of information
when this research study is examined in terms of accuracy of information.
Are real names, or names of schools being entered in computer (electronic) data?
Maybe yes, but these real names will not appear in the publicized version, but will
appear in a separate version confidentially kept by the researcher.
I suggest that you devise pseudonyms in a handwritten list, and then use only the
pseudonym in digitised data.
• Data collection
The whole process of data collection will be carried out with great care, especially in
terms of information accuracy and confidentiality. Necessary notices will be given to
all participants before each stage of data collection in order to remind the participants
and relevant people about any possible harm.
Further questions
What instances of 'possible harm' might arise?
An example of 'possible harm' is something like the revelation of the pictures which
are not very good or the real names of the participants or the relevant people which
can bring bad images to the participants or the relevant people.
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How much time will data collection take for participants? Are they aware of this at
the point of giving consent?
It will take an hour per week per person for the learner participants and seven hours
per week per person for the teacher participants for the observations of at least two
weeks. For the interviews, it will take not over fifteen minutes for each participant
each time.
Yes all the participants are aware of this at the point of giving consent.
• Data analysis
The whole process of data analysis will also be conducted with great care, in respect
of avoidance of any biases possibly occurring. The analysis of data will be reviewed
with some experts' advice, like the researcher's and her supervisor.
Further questions
Will the participants be involved in analysis in any way?
No, they won't. This is to make sure that all the data collected will be processed with
no biases influenced from any participants in this study.
Perhaps consider showing the data to the teachers, so that they can verify and
comment further. This is in line with your commitment to qualitative research and
naturalistic strategies - the issue of bias is one for the positivistic paradigm.
• Data storage
The process of storing data will be conducted with such great care that it meets the
requirements of the Data Protection Act 1998.
Further questions
Could you indicate what will be stored and how?
The data collected from the observations, the interviews and the document reviews,
which will appear in the forms of field notes, video clips, audio records and narrative
records will be kept in the two versions of electronic data and hard copy. Both
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versions of data will be confidentially kept by the researcher without being exposed to
anybody else except relevant people, like her supervisor and examination committee.
• Data Protection Act
This study will be conducted with great care, according to the requirements about
processing, storing and recording personal data, according to the requirements of the
Data Protection Act 1998. For example, all activities related to processing, storing
and recording personal data will be carefully done in order to avoid bringing any
damages to each person participating in this research study. Moreover, even the
equipment or instruments for processing, storing and recording personal data will also
carefully kept, so as to protect the personal data of this research study .
• Feedback
The feedback gained from or given in this research study will be processed with great
care, especially in respect of language used, in order to avoid any intended benefits or
harm to any person related to this research study.
Further questions
Will you provide feedback to participants?
Probably yes, if anybody related to this research study needs it.
What kind?
I will inform the people about the feedback related to each individual separately in the
hard-copy form, but not the feedback related to other people.
For what purpose?
The purpose of the revelation of the feedback is to make this research study apparent
and clear of misunderstanding or misinterpretation, in case of any.
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• Responsibilities to colleagues/ academic community
This research study will be carried on with full responsibility for my colleagues,
academic community, like the University of Bristol, and relevant people and
organizations.
Further questions
What will guide these academic matters?
(1 am not sure whether 1 understand this question correctly.) The researcher's duty to
the public, to their profession, to the University of Bristol and to her funder, as well as
her responsibility for all people involved, will guide the researcher how to conduct the
research study in an appropriate way.
Which guidelines are you aware of and will draw on?
1 am aware of and will draw on The University of Bristol Guideline on Good Research
Practice and Social Research Association Ethical Guidelines (December 2003).
Your understanding and response are clear.
• Reporting of research
The findings of this research study will be published or disseminated only when the
funding body or the authoritative organizations dealing with this research study have
approved the permission. Moreover, the report of the research findings will be done
with a lot of care in terms of accuracy of content.
Further questions
What about approval from the school and participants?
The school and the participants will first approve the permission when the data are
collected from the document reviews, the observations and the interviews.
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Yes, any children who do wish to withdraw can inform me and I would just record
the video without them. I hope this is the only way that will not affect their regular
learning in their own classes. However, up to the present, there are no pupils asking
to withdraw yet. Most of them seemed to enjoy being videoed :-).
Comment 2:
Yes, I also planned to conclude what I found and ask for comments from the English
teacher herself and see what her reactions are like.
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Appendix 2
Consent Form for Research Study
.
1. 11tltl:ailtl~lflrml'Um1ihn!l11~tI I Details about Research Study
;tlnU1~tJ / Title of Research Study:
d '" ., tJ '.1 1!11' d d ~.I IiJnnFrmJ1l'lf.JrlnfU'IJ1nntrfJUnUnfJ.Jnq!ll usvnnevnnun« 'I1llnl~nUIn tuinsm« in» !
A Descriptive Study of Instruction of English as a Foreign Language to Early-years
Learners in Thailand
;tl1rfli~tJ / Name of Researcher: 'lJ1fm1m'7f::1'7ffl1r~u !Navarat Techachokwiwat
fl17In'U,rm,J ll'Utl'lfll71~tJ~ \l::::'I.h'1'1.11 ,r1~tJff1'U'H~ 'l'Utl'l fl17flfllll' u7::::~'I.J1.fitytylWfl A'TUf117flfllll
nl'Ulfl17n()tJmll16'lflqllllll::::fl1'tJlfTln~fth::::Qfl~ (TESOLIApplied Linguistics) hW,rtl1,!ll~iA'
\llflfl17 i~tJ~ \l::::U1i U~lliltJlIll:::: ~flln'Umh'l7::::2Tfl7 ::::1'lij1M'ntl hrln,wmlfftJ'HltJlln~~ I~trnY tl.:j 'tJflTI1~tJ
II~ B~l'l'A 'HlflUfI11lJ ~ll~tJ ~ \l::::~B'lUl,r B1,!fI'1UIHtJlI'I'l~u tlfll'HUtl \llfl' ums flfl'tJ li~ tJ' u nl'Ul
i'lflri11uK1 Fji~tJ\l::::1I~.:j'M'm11tJ'lltJllfI:::: ~1~tJ1'11'tl'lnUfl17 i~tJ~ Mm lunm..!lIfI:::: \l::::filflU IHtJlI'I'l~
A'1tJfl11m::::2TA7::::1'l
The data gained from this study will be used as part of the study in the Doctor of
Education Program in TESOLIApplied Linguistics. The management and storing of
data will be carefully conducted so as not to bring any harm to relevant people in this
study. In case the data are necessarily revealed outside the program for any other
purposes, the organizations and people related to and participating in this study will
be first informed. Anyway, any possible revelation will be done with great care.
2. fll1'~fl1UJrhUJtl2J''Um1'tllJ~tl'Ja I Approval of Consent for Data Collection
II' .. .l « liP' ..i, .. ~
nlwll"'lfl1f)~fi"'lti --..;"HfiUl"OfllUJflfllU'fiUl>llti
Please put a tick --J in front of the statements you agree with.
Aij'tJ / HlJ'UtlvtJvtJ'll '1A'VltJII1l::::,ht111lJl'I1'11\l11tJll::::18tJfll~tJ1nu flmnu'I1'6lJlll~ 6fl17..1.
d ""., II II'" 11 _II
flfllll1\W'Ul'l~tJI7 tJ'Ul6tJllt11
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I confirm that I have read and understood the information above related to
the data collection.
2. ~\l'U / flll iru1 1~fl1t'1'Yhll'HUUltHl:;lflVA t'I'~Umll{1llm~v1tiufll'iflmIl1IlVII":; i,rfu
filMU~U liAI su ml:;u l't'i ~1\l1~tJ1tiUfil'i flmnillvTlf ~~~ VU~~Vlltf1
I have considered the information, asked questions and got the clear and
satisfactory answers about this study.
'" '" '" , ", 1 ~ '"'" J' ~ i·I." '" 13. A;l'U / N1J't1nUA11fll'iI'lllnll 'Ufll'inf)'l;j11'iHl'UI'I.J'U 1J~1VTl11llt'l'llTl'i \lU":;t'I'l1Jl'HI\l:;
t"W'Ui1M~"tlA!1m lAvhhhl~'U~tl~ 1..rm~N" 1A '1 11,,:;\1:;i1ii,ri'uN"m:;'t1u1A
jJ '" '" "',I 1 ...I't11~9'll'Ufitl'l1ll1V'I1'iDt'I''t11i1J'i:; V'b''U~'U'1
I understand that my participation into this study is voluntary. I can freely
withdraw from this study at any time, without giving any reasons, without
being affected in terms of legal rights or other benefits.
4. ~\l'U / N1J't1nu~'hu'~l.J"ri1'U~~\l'U / Nlli,rhrt\J~1\lIF-lml't'ii~1JTltl"~I~V1,r~~tiUfil'i
" " ..
flfi'l;j111lV1'Utli' ~ii ~\l 'U / Nll~'I.Ityl~ 1..r1Jtltl"m~l\r'Ut'I'l1Jl'i()filfll'ifln'tJl,rDl.J"ri1'Ui1. .. ..
~'~..ri1'l'Ufil'iflnllliIlVTlf ~ii',r
I am aware that the data I give in this study can be accessed by people
who are relevant to this study. I give permission to these people to access
my personal data.
4Q1 <CIt. SI' 1 ~ "''''1 tJ'5. A~'U / F-IllV'UVDlll'lll'i1ll 'Ufll'infi'l;j11\lV 'UtlH'U
I agree to participate in this research study.
A """ ~ Q", .. .,j ••'!fOr;jI'll111lJ urru f)'Wl1'ilV 1'U'YI alVlJO'l10
Name of Participant Date Signature
• rl" .. ( . Ji"') .. .,j • •'!fOr;j 'Hfl11lJV'UVOlJ IflnlltllntllHtln l lnlJ 1'U'YI alVlJO'l10
Name of Consent Provider Date Signature
" ,..'" '" .,j • •'!fOr;j1'ilV 1'U'YI alV1JO'l10
Name of Researcher Date Signature
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Appendix 3
Letter of Request for Permission of Data Collection
17 C Dean's Court
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English as a Foreign Language to Early-years Learners in Thailand"
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KINDERGARTEN 3: Week 1 - Week 16
- Review greeting and shaking hands with Crystal and Rick. Rich/photos.
• Introduce the Hokey Pokey.
- Pitch and Catch; introduce "Q" and "R".
- Review alpha letters to date;
• Introduce "S" and "T".
- Use "L" for left hand;
• Practice Hokey Pokey;
- Review "L" for left hand; practice Hokey Pokey; introduce "W" & "X"
• Introduce "Y" & "Z"
- Practice Hokey Pokey, spell "tree" "ball" "star" "box" "bow."
• PowerPoint - Christmas at My House.
- Practice Hokey Pokey; recognize tree, ball, star, box, bow, and blue.
• Write words, draw & color your own pix.
- Practice pitch/catch and Hokey Pokey WORDs and actions.
• Read Our Blue Ball on computer.
- No classes, rehearsals for school program
- Review vocabulary; Hokey Pokey;
• Letters/sounds match with toys
- Hokey Pokey review-
• Read Zara Zebra Gets Dressed Book. Introduce clothing words
- Hokey Pokey practice -Red, Yellow, Green, Blue, Purple, Orange, Brown, Black and
White
- Hokey Pokey practice. Introduce clothes: pants, vest, shirt, jacket, hat, socks, shoes, shorts,
skirt, dress, coat. Write alphabet and clothes you are wearing [shirt, pants/skirt, socks,
shoes]
• FI PowerPoint
- Worksheet of clothes to write names and color. Stickers.
• Hokey Pokey practice. Random Clothes, PowerPoint [F2]
- Pitch/catch; Body Parts, Introduce "Head & Shoulders, Knees & Toes"
• All class Crossword Puzzle. One to take home.
- Review toy words; Body parts, Hokey Pokey & Head & Shoulders activities.
• I can ... [walk, skip, hop, jump]. All class photo
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Appendix 5
Questions Used in Semi-Structured Teacher Interview
The questions used to interview the native-speaking English teacher in the semi-
structured teacher interview are comprised of the following main questions.
Factual Questions
1. What is the focus on your teaching in Kindergarten?
2. Have you ever got stuck in encouraging them, ... when they stop it?
3. Do you think you have got quite successful in applying the American, can we
say, culture in language learning theory to the kindergarten students?
4. Can you give me some examples of those successes?
5. How far do you think you have achieved your focuses on the language learning
here?
6. How far do you think you have already achieved your focuses on the language
learning you had planned?
7. Do you also focus on the series of the lessons? Or it doesn't matter whether
they are in the order you have planned
8. How do you think the classroom activities you have planned will build up the
English language acquisition for your learners besides the aspect of exposure?
9. I noticed that you could not ... let the students distract one another.
10. May I ask you about ... the learners' characteristics here? Do you find anything
distinguished, maybe unique about the learners' characteristics here in case, I
mean, in all classes that are quite different from other cases, for instance?
Retrospective Questions
11. (Referred to Hattie, the researcher asked for the teacher's opinion about Hattie's
behavior and her punishment for him.) .. .1 just wonder whether it (removing
him out of the learning circle) will affect to his learning of the lesson today.
12. Do you remember there is another girl who was moved in the same class just
because she distracted other students?
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Appendix 6
Questions Used in Semi-Structured Parent Interviews
The questions used to interview some learners' parents in the semi-structured
interviews are comprised of the following main questions.
Factual Questions
I. What is your idea about the introduction of this EFL instruction with a native-
speaking English teacher in the Kindergarten 3 level like this?
2. How satisfied are you with this instruction?
3. How did you help your child in terms of English language learning?
4. Did the child learn English anywhere else besides at school?
5. Could you see any development in your child's learning of English?
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Appendix 7
Questions Used in Follow-up Learner Interviews
Samples of retrospective questions used to interview some learners in the in-depth
interviews are comprised of the following questions.
1. How did you identify the 'black hat' when the teacher asked you to?
2. Could you find something green for me please?92
3. How did you recognise the 'green' colour?
4. How could you point at the word 'blue' on the board?
Have you ever learned the word blue before?
5. Could you make the difference between the words 'purple' and 'pink'?
6. Do you know how the word 'red' is written?
7. How did you know that the cup the teacher raised was 'purple'?
8. How could you identify the word 'red' out of the two words, 'red' and 'purple'
on the board?
9. Could you tell me what the initial letter of the word 'purple' is?93
10. Could you write the word for me?
11. Which colour words could you remember?
12. Could you remember how the letter 'V' is written?
92 This question was asked to double-check the previous information,
93 Again, this question was asked to double-check the previous information,
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13. If the teacher gives you ten clothing words and asks you to choose a particular
one, do you think you can choose it?
14. Do you know the word 'bag' before when the teacher asked you to put the ball
into the bag?
15. Could you pronounce this word (showing a word in writing to him/her)?
16. How do you know that the teacher was giving you the punishment?
17. Where do you think is the best place for you to sit and learn in class, on the
floor or in your chair? And also in the instruction area or outside the area?
18. Why didn't you pay attention to the instruction after being moved out of the
round?
19. What would you do if the teacher asked you to move out of the instruction area?
20. How did you get to know that the answer(s) you gave was not correct?
21. How did you get to know what a boyar a girl has to wear?
22. How would you ask the teacher when you could not remember something
previously learned?
23. How did you feel when you were moved out of the instruction area?
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Appendix 8
Samples of Field Notes from Classroom Observations
Day 1Week 1
Class 1 I Lesson I Week 1
• The class was cancelled.
Class 2 I Lesson I Week I
• Peers tried to help one another. (01 :26: 50)
• This lesson focussed on each individual learner.
• 'Pooh' mistook 'a plate' for 'a bowl'.
• 'Bass' was clever and had T say what each thing was for him.
• 'Benz' hardly said anything.
• 'Mee Pooh' could catch the sound /k! but thought of Ik/ in the word beginning with the
letter 'c', like 'comb', instead of other words beginning with the 'k' letter.
= weakness
• 'Pao' could not find the letter 'g'. So, T guided to shape the letter 'g' with her hand.
Class 3 I Lesson I Week I
• 'Pim' made an error.
• The instruction seemed to be lively and participative.
• Question: How long have learners learned ????????
• T helped remind children about the word 'teapot' by signalling the action of sipping tea.
• The goat toy is too small.
• One child (Nemo) was clever. He raised things for T to pronounce to words for him.
Anyway, he pronounced the sound If) very clearly.
• 'Focus' could find 'B' right away.
Class 4 / Lesson 1 Week 1




• 'Zen' could not find something on the table which began with 'E' (= elephant). So, T
guided, 'What is it?'
• Question: Why was 'Dream' moved out a/the circle?
• 'Mint' checked the answer by raising up the things to have T say the words.
• 'Sam' could hardly read
• 'Pun'
Class 5 I Lesson 1 Week I
• There were 2-3 children finding letters and repeating them again.
• Good: T gave learners some time to find out the answer on their own = learner's
autonomy
• 'Pan' ....
• When T asked, 'Where is the sun?', Non bent down to look for/at the sun on the
floor. This shows that Non could understand T's question clearly.
Day 2 Week 1
Class 6 I Lesson 1Week I
• The class was cancelled.
Class 7 I Lesson 1Week I
• The class was cancelled.
Class 3 I Lesson 2 Week 1
• The class was cancelled.
Class 1 I Lesson 2 Week I
• The class was cancelled.
Day 3 Week 1
(I did not write down much.)
Class 2 / Lesson 2 Week 1
242
• The class was cancelled.
Class 5 / Lesson 2 Week I
• The class was cancelled due to the HI N 1 infection.
Class 6 / Lesson 2 Week 1
• Nothing much
Class 7 / Lesson 2 Week 1
• Sainam showed the action.
Class 4 / Lesson 2 Week 1
• Nothing much
Questions to the English teacher (Valerie)
Q: What do you plan to do when you cannot draw most learners' attention?
T: It's not possible to teach English without attention. (= not sure)
Attention is No.1.
You can't learn something without attention. Something that is observed is different.
Hands and eyes are necessary for ball playing.
Eye-hand coordination = see the difference between the upper case and the lower case.
Crawling affects to the development of learning.
T. discovered learners looked at peers.
T: Some students didn't look at things and tried to think about the words/names of the things.
Do you think whether this disturbs pupils?
Don't you think about the individual cases.
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Day 4 Week 2
Class I / Lesson 3 Week 2
• The lesson consists of Zara the Zebra.
• T taught the polka dots.
• T pointed at a boy's blue pants.
• T pointed at the 'red colour' and some 'red' stuff.
• T showed at 'green' socks.
• T taught the three colours: 'white', 'grey' and 'black', by comparing the two pairs of
colours, 'white and grey' and 'white and black'.





Class 2/ Lesson 3 Week 2
• T led the children sing the 'Hokey Poky' song, beginning with'
o 'Put your back side in'
o 'Put your back side out'
=Actions
• T moved the students' seats
• T had children playa ball.
T said that she could see the students' reaction to the things around.
• T had children play the ball on their own.
• T taught
o 'Zara the zebra.'
o 'polka dots'
o colours, like 'black', 'yellow' and 'green'
• T pointed at 'blue pants' by pointing at her own cream pants. Then she pointed at
different colours of skirts, like 'black' and 'white'.
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Class 3 / Lesson 3 Week 2
• T made a long face.
• T had children do the actions according to what she assigned, like 'Put your right
hand in.', 'Put your head in.', and 'Put your right foot in.'
• T told children with her own actions.
• T called children one by one and changed their name tags.
• T narrated the children the story called' Zara the Zebra'.
Class 4 / Lesson 3 Week 2
• Check 'Bright' and 'Ohm' whether they understood when T used the words 'L hand'
and 'L foot'.
• T: 'I didn't say boys up. Boys, sit down. Hands together.'
• T taught Zara the Zebra.
• Interview 'Wan' and ....
• 'No green' =?
• 'Dream': orange.
• T had children play the ball.
• 'Toon' ....
Class 5 / Lesson 3 Week 2
• The class was cancelled
• T had children play the ball
• T reminded some children, like 'Pan' and 'Max', to use only 'one hand.' = interview
• It's wondering how 'Pizza' knew which hand was' left hand'.
• When T ordered, 'Put your whole selfin.', children could not do correctly. Then T
made a long face.
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Figure A10.1: Transcription of Data from Video Recordings: Overview Shot
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Figure Al 0.3: Transcription of Data from Video Recordings: Enlarged Shot 2 for Part I
T Put your left foot in.
Ss: (Most girl who were assigned could not perfonn correctly.)
T (Making some furmy sounds to show that she was not quite
happy with ri.)
Ss (Not taking the teacher's feedback with the funny sound
serious.)
Figure AIO.4: Transcription of Data from Video Recordings: Enlarged Shot for Part 2
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Appendix 11
Additional Information for Literature Review
2.2.1.1 Piaget's Theory of Development
Piaget suggested four stages of children's development: sensorimotor period;
preoperational period; concrete operational period; and formal operational period
(Siegler 1986: 24-25 & 29-42). In the sensorimotor period (from birth to around age
2), children's thought is built on through the limits of motor reflexes. They just repeat
accidental behaviours and generalize activities. So, their physical interactions will
influence their development. Later, in the preoperational period (between age 2 and
age 617), children will develop the 'acquisition of representational skills', namely
'language, mental imagery, and drawing' (p. 25), especially the growth in language.
For example, McCarthy (1954 cited in Siegler 1986: 25) pointed out that children's
vocabulary would rise for a hundred times during their 18-60 months. However,
children can just 'view the world from their own perspective' and cannot show any
transformations (/bid), or the view from other perspectives (p. 36), yet. Later, in the
concrete operational period (between age 617 and 11112), children can accept other
points of view, judge more than one perspective and show both 'transformations and
static situations' (p. 25). As a result, children in this period can solve some problems
about 'concrete objects and physically possible situations' but cannot 'consider all of
the logically possible outcomes' or 'understand highly abstract concepts' (Ibid). In
the formal operational period (at around age l l or 12), children are supposed to have
reasons both in terms of theories and realities and can solve some more problems they
cannot in the earlier stages(Jbid).
2.2.3 ClassroomContext: Interactions in Learning
Interaction in SCT is different from interaction in SLA in the following aspects. In
the first aspect, interaction in SCT does not only help learners to perform linguistic
functions better, but also develop their way of thinking. This results from the fact that
SCT interaction stimulates learners to think about the L2 functions they cannot
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perform on their own in the process called internalisation (Ellis 2003: 24; and
Cameron 2001: 7). Vygotsky (Meadows 2006: 299) considered internalisation to be
related to social interactions, according to its meaning systems which adjust, or
mediate, social functions, especially language functions.
Vygotsky proposed that mediation could be aroused by 1) 'the use of some material
tool' such as a tied knot, 2) 'interaction with another person' or 3) 'the use of symbols'
such as language (Ellis 2003: 175-176). Among these three variables that bring in
mediation, language is considered as the most effective symbol to bring in mediation.
Thus, together with the focus on interaction with another person, language was
considered as 'an autonomous tool for organizing and controlling thought', namely as
a means of both 'accomplishing social interaction' and 'managing mental activity' (p.
176). Moreover, in sociocultural SLA, language is learned with two main purposes:
to develop the tool to mediate learning; and to develop itself as the learned object
(lbid).
To achieve mediation, learners need to deal with each particular activity (Ellis 2009:
121) which is a particular 'social institutionally determined' context (Lantolf & Appel
1994: 17), do a particular thing called 'action' along a particular goal (p. 18) in that
context, according to the particular meaning of that action (p. 19), and also use a
particular means to carry out that particular action, according to their own
interpretation. During their dealing with this particular activity, learners' performance
"'depends crucially on the interaction'" between themselves and the activity or the
task, "'rather than on the inherent properties of the task itself" (Ellis 2009: 121),
which mediates their performance and leads to internalisation. This corresponds to
the concept of Activity Theory (Lantolf & Apple 1994: 16-22), which was implicitly
derived from Vygotsky's claim that 'human behaviour results from the integration of
socially and culturally constructed forms of mediation into human activity' (Lantolf
2001: 8), and later 'crystallized by A.N. Leontiev' (Ibid). Leontiev defined 'activity'
as 'doing something that is motivated either by a biological need, such as hunger, or a
culturally constructed need, such as the need to be literate in certain cultures' (Ibid).
Such a need can just tum to be a motive when it is aimed at 'a specific object', which
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leads to an 'intentional and meaningful action' that is 'carried out under particular
spatial and temporal conditions (originally italicised), (Ibid). Therefore, an activity in
activity theory consists of three dimensions or three levels (Lantolf & Appel 1994: 21;
and Lantolf 2001: 8): contextual dimension (motivation level); intentional dimension
(action level); and circumstantial dimension (condition level).
During the process of internalisation, learners apply the information they gain from
interacting with others in the 'other-regulation' stage (Ellis 2003: 177) to the
development of their thinking so as to perform the language function on their own in
the 'self-regulation' stage. During this process, leamers also gain their 'cognitive
abilities and capacities' (Meadows 2006: 296), like 'self-consciousness and self-
concept' and 'cognitive consciousness and competence' (p. 299) from interaction
subject to SeT, or 'interaction with the social environment' according to social
learning (p. 296). Vygotsky considered consciousness as one of 'self-regulatory
(originally italicised) mechanisms' used for solving problems (Lantolf & Appel 1994:
3), which is currently called 'rnetacognition', and also controlling some mental
activities, like 'attention, planning and problem-solving' (Ellis 2003: 175). With this
reason, interaction is considered as 'the means for deep-level, complex leaming' with
the teacher merely 'offering appropriate input and feedback, and reflecting upon their




Additional Information for Research Methodology
3.3.2 Position of Research Study
Details about Positivism
According to Burton & Bartlett (2009: 18-21), the positivist paradigm, which evolved from
Cornte and Spencer's enlightenment views in the nineteenth century (Turner 2003 cited in
Ibid: 18), resulted from the achievement in the study of natural sciences. Since then, this
approach of research study through testing an assumption called 'hypothesis' with
experiments has become popular. With the nature of experiments with no influences from the
researchers' ideas or attitudes, the findings of such research studies were considered as
'objective', first in the field of natural sciences and also in the field of social sciences later.
Burton and Barlett (2009: 19) claimed that some experts in social sciences, like Yates (2004)
and Evans and King (2006), also proposed that 'the social world exists in the same way as
does the natural world', so 'the approach of the natural sciences could be applied to the social
world'. With the belief that the reality in the social science could be discovered by
objectively researching in the same way as the natural sciences, the empirical approach of
investigating the reality through observation was introduced in positivist research in social
sciences.
3.4.1 Research Approach
Influence of Nature of Research Questions on Researcher's Choice of Qualitative
Method
Mertens proposed that the nature of research questions could also influence the researcher's
choice of qualitative method (1998: 162) (See Appendix 12). Mertens raised Patton's five
research features that suited the research questions in qualitative research approach, as
follows.
'1. The focus of the research is on the process, implementation,or developmentof a
programor its participants.
2. The programemphasizesindividualizedoutcomes.
3. Detailed,in-depthinformationis neededabout certainclients or programs.
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4. The focus is on diversity among, idiosyncracies of, and unique qualities
exhibited by individuals.
5. The intent is to understand the program theory-that is, the staff members' (and
participants') beliefs as to the nature of the problem they are addressing and how
their actions will lead to desired outcomes. '
(Mertens 1998: 163)
Table 3.1: Methods of Data Collection and Analysis for RQl
(Language Policy Implementation: Curricular Focuses)
Research questions Sources of Data Collection Procedures of Data Findings/ References of
Collection and Analysis Data
RQI: What is the Document Reviews Document Reviews Document Reviews
focus of the planned I. Standard and official sources I. Qualitative data in the area I. Language policy
English curriculum - Strategic Plan of English- of language learning formulation:
for these early-years Language Teaching Reform to policy are collected from 1.1. Top tier:
learners in this Thai Increase the Competitive all relevant documents government and
school? Potential of the Country B.E. available. ministry's focused
2549-2553 (2006) 2. The qualitative data are policy (See 4.4.1)
- 'Ministries of Education and analysed into two major 1.2. Middle tier: School
Foreign Affairs Cooperate to categories: administrators'
Launch the Project of English- - language policy translated policy
Language Teaching' formation (See 4.4.2)
- Curriculum Guide for Early - language policy 2. Language policy
Childhood Education, B.E. 2546 implementation implementation:
2. Letters and contemporary writing 3. The data in the language 2.1. Bottom tier:
- The Development of Computer- policy formation and teacher's detailed
Based Multimedia Lessonsfor implementation are plan of instruction:
Teaching Communicative analysed in three tiers of curricular focuses
Englishfor Prathomsuksa 6 management: top; middle; (See 4.4.3)
Students (200J) and bottom, with the
- The Development and Trends of curricular focuses
Bachelor Degree Program specified in the bottom
Concerning Teacher Education tier.
Curriculum for Early Childhood
Education in Thailand (2010)
- Education in Thailand 2007
3. Cabinet and other papers
- Teacher's Lesson Plan
(Appendix 3)
Interview Interview Interview
I. Semi-structured interview with I. Qualitative data related to I. Language policy
the native-speaking English the teacher's detailed plan implementation:
teacher with factual and of instruction in the area 1.1. Bottom tier:
retrospective questions (See oflanguage policy teacher's detailed
Appendix 5). implementation are plan ofinstruction:
collected and analysed curricular focuses
along the themes that (See 4.4.3)
emeerge, in accordance





I. Less-structured classroom I. Qualitative data related to I. Language policy
observations the teacher's detailed plan implementation:
of instruction in the area 1.1. Bottom tier:
oflanguage policy teacher's detailed
implementation are plan of instruction:
collected and analysed curricular focuses
along the themes that (See 4.4.3)
emerge, as well as being
triangulated with the data
derived from document




Table 3.2: Methods of Data Collection and Analysis for RQ2
(Classroom Activities)
Research questions Sources of Oata Collection Procedures of Data Findings/ References of
Collection and Anal),sis Data
RQ2: How do the Observations Observations Observations
classroom activities I. Less-structured/qualitative I. Qualitative data involving I. Language use:
constitute language classroom observations classroom activities in the 1.1. Classroom
learning opportunities area of language use are activities: (See
for the learners? collected from classroom 5.3.1.1-5.3.1.3)
observations.
2. The qualitative data are
analysed along themes that
emerge (See 5.3.1).
Interview Interview Interview
I. Semi-structured interview I. Qualitative data related to I. Language use:
with the native-speaking the classroom activities as 1.1. Classroom
English teacher with factual in the teacher's detailed activities, subject to
questions. plan of instruction are Teacher's detailed
collected and analysed, plan of instruction
and triangulated with the (See 5.3.1.1-




Document Reviews Document Reviews Document Reviews
I. Cabinet and other papers I. Qualitative data involving I.Language use:
- Teacher's Lesson Plan (See classroom activities in the 1.1. Classroom
Appendix 3) area of language use are activities: (See
2. Images, sound and objects collected from all relevant 5.3.1.1-5.3.1.3)
- Teaching materials (See documents available.
Appendices 14-17 2. The qualitative data are
analysed along themes that
emerge (See 5.3.1), and in




Table 3.3: Methods of Data CoUection and Analysis for RQ3
(Teacher's Performance and Prevailing Concepts)
Research questions Sources of Data Collection Procedures of Data Findings/ References of
Collection and Analysis Data
RQ3: Do the teacher's Observations Observati ons Observations
classroom performance I. Less-structured/qualitative I. Qualitative data involving I. Language use:
and prevailing concepts classroom observations the teacher's classroom 1.1. Teacher's
about language teaching performance and performance and
support her learners' prevailing concepts in the prevailing concepts:
learning of English in area of language use are (See 5.3.2.1-5.3.2.3)
this Thai school? collected from classroom
observations.
2. The qualitative data are
analysed along themes that
emerge (See 5.3.2).
Document Reviews Document Reviews Docllment Reviews
I. Cabinet and other papers I. Qualitative data involving I. Language use:
- Teacher's Lesson Plan (See the teacher's classroom 1.1. Teacher's
Appendix 3) performance and performance and
2. Images, sound and objects prevailing concepts in the prevailing concepts:
- Teaching materials (See area oflanguage use are (See 5.3.2.1-
Appendices 14-17 collected from all relevant 5.3.2.3)
documents available.
2. The qualitative data are
analysed along themes that
emerge (See 5.3.2), and




I. Semi-structured interview I. Qualitative data related to I. Language use:
with the native-speaking the teacher's classroom 1.1. Teacher's
English teacher with factual performance and performance and
and retrospective questions. prevailing concepts in the prevailing concepts:
area of language use are (See 5.3.2.1-5.3.2.3)
collected and analysed
along the themes that
emerge, and triangulated





Table 3.4: Methods of Data Collection and Analysis for RQ4
(Learners' Performance and Characteristics)
Research questions Sources of Data Collection Procedures of Data Findings! References of
Collection and Analysis Data
RQ4: In what ways do Observations Observations Observations
learners' classroom I. Less-structured/qualitative I.Qualitative data involving I. Language use:
performance and classroom observations the learners' classroom I .1. Learners'
characteri sties promote performance and performance and
and impede their characteristics in the area characteristics: (See
learning of English in of language use are 5.3.3.1-5.3.3.5)
this Thai school? collected from classroom
observations.
2. The qualitative data are
analysed along themes that
emerge (See 5.3.3).
Interview Interview Interview
I.Unstructured interviews with I. Qualitative data related to I. Language use:
some learners with the learners' classroom 1.1. Learners'
distinguishing performance, performance and performance and
with retrospective questions; characteristics in the area characteristics: (See
and oflanguage use are 5.3.3.1-5.3.3.5)
2. Semi-structured interviews collected and analysed
with learners' parents, with along the themes that
factual and retrospective emerge, and triangulated






Notion of Language Learning Policy
To investigate the language learning policy of this EFL instruction, the term language
learning policy is first necessary to be defined. The notion of language learning
policy in this context is defined with the following features of the related terms,
language planning, language policy, language education policy, borrowed from
Shohamy (2006: 49-50,76, 143), Tollefson (1989: 24), Fettes (1997: 14 cited in
Hornberger 2006: 25), Ferguson (2006: 16) and Haugen (1987: 627 cited in Deumart
2000: 384 cited in McKay & Bokhorst 2008: 89), as follows.
• Decision or choice made about language learning
Firstly, the language learning policy here is considered to be the decision or choice
made about language learning. This feature is suggested by Shohamy (2006: 49);
Tollefson (1989: 24), Ferguson (2006: 16) and Fettes (Hornberger 2006: 25).
Shohamy proposed the determination about the language and the appropriate way to
learn the language in the concept of language planning (2006: 49). Tollefson also
claimed similar ideas of 'all conscious deliberate efforts to affect the structures and
function of language varieties' and 'conscious governmental (originally italic) effort
to affect the structure and function of language varieties' for language planning and
language policy (1989: 24), respectively. Similarly, Ferguson also defined language
policy as 'decision-making processes and the setting of goals' (2006: 16). Besides,
Fettes also claimed language planning involved the reasons and means to conduct
language learning (1997: 14 cited in Hornberger 2006: 25).
• Principles, usually designed by the policy makers, to implement language
learning
Secondly, this language learning policy also comprises the principles, usually
designed by the policy makers, to implement language learning. This notion is
derived from Shohamy's concept of language policy (2006: 49), 'a set of principles
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regarding language of behaviour'; and Tollefson's concept of language policy (1989:
24), the government's intention, or effort, to reform 'the structure and function of
language varieties'.
• Intervention of language learning
Thirdly, this language learning policy also involves intervention of language learning,
as Ferguson's concept of language planning (2006: 16), 'the implementation of plans
for attaining these goals'; and Shohamy's concept of language planning (2006: 49),
'sweeping intervention and control of language behavior'.
• Aiming to solve problems or bringing in some changes
Fourthly, this language learning policy also aims to solve problems or bring in some
changes, as suggested by Tollefson's idea of language policy (1989: 24), 'the policy
approach to language problems assumes that official action by government authorities
can affect language structure and language use'; and Haugen's idea of language
planning (1987: 627 cited in Deumart 2000: 384 cited in McKay & Bokhorst 2008:
89), '''all conscious efforts that aim at changing the linguistic behavior of a speech
community"'. This idea is quite different from Shohamy's idea of language policy
which 'attempts to be less interventionist' (2006: 49).
Moreover, the analysis of language learning policy in this research study borrows part,
not the whole, of Tollefson's concept of the two processes oflanguage learning policy
(1989: 24): formulation and implementation of plans, under the terms called language
policy formulation and language policy implementation, respectively. The language
policy formulation is similar to Tollefson's, 'decisions of formally constituted bodies
regarding the structure of codes and their functional allocation in a language
community' (p.24). This means the policy makers made some choices about the
forms and a variety of functions used in each particular context. However, it is partly
different because it covers more than what is 'stated in constitutions, legal statues,
official statements, and other actions of governmental authorities' (p.24). The
language policy formulation in this study regards conceptual intents designed in all
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other levels, besides the ones made by the community rulers, like the government or
the ministry of education. The policy issues or intents derived from other policy
makers, like the university/school administrators and the native-speaking English
teacher, are also regarded as formulating the language learning policy in this
formulation level. In terms of language policy implementation, it involves the
practice of the intents aimed for the achievement of language learning, as in
Tollefson's language policy implementation which deals with 'all efforts to carry out
the policies' (p.24), in the form of specific plans and acts in curricular focuses. In
addition, the concept of evaluating what has been planned for language learning is
also included, as proposed by Fettes (1997: 14 cited in Hornberger 2006: 25). So, the
language learning policy analysed in this study illustrates the overview of how EFL
instruction has become a challenge to EFL instruction in this context and how the
language learning policy for this context has been translated into practice so as to
achieve this EFL teaching and learning. In addition, the evaluation of this language





You put your right foot in.
You put your right foot in.
You do the Hokey Pokey.
That's what it's all about.
You put your left foot out.
And you shake it all about.
And you turn yourself around.
You put your right hand in,
You put your right hand in
You do the Hokey Pokey
That's what it's all about.
You put your left hand out,
And you shake it all about.
And you turn yourself around,
You put your right shoulder in,
You put your right shoulder in,
You do the Hokey Pokey
That's what it's all about.
You put your left shoulder out,
And you shake it all about.
And you tum yourself around,
You put your right hip in,
You put your right hip in
You do the Hokey Pokey
You put your right foot out.
And you shake it all about.
And you turn yourself around,
You put your left foot in.
You put your left foot in.
You do the Hokey Pokey.
That's what it's all about.
You put your right hand out,
And you shake it all about.
And you tum yourself around,
You put your left hand in,
You put your left hand in,
You do the Hokey Pokey
That's what it's all about.
You put your right shoulder out,
And you shake it all about.
And you turn yourself around,
You put your left shoulder in,
You put your left shoulder in,
You do the Hokey Pokey
That's what it's all about.
You put your right hip out,
And you shake it all about.
And you tum yourself around,
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That's what it's all about.
You put your left hip out,
And you shake it all about.
And you turn yourself around,
You put your left hip in,
You put your left hip in,
You do the Hokey Pokey
That's what it's all about.
You put your whole self in,
You put your whole self in
You do the Hokey Pokey
That's what it's all about.
You put your whole self out,
And you shake it all about.
And you turn yourself around,
http://bussongs.com/songs/hokey pokey.php




Illustration of Zara Zebra Gets Dressed




Illustration of The Cat in the Hat
'The sun did not shine.
Itwas too wet to play.
So we sat in the house
All that cold, cold, wet day.'
(Dr. Seuss Enterprises 1957: 1)
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Figure 5.5: Sample of Language Used in The Cat in the Hat
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Figure AI7.]: Worksheet of Clothes
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Appendix 18
Brief Summary of Empirical Studies
The review of previous empirical studies in various areas relevant to EFLIESL instruction to
early-years learners in the four following areas:
• teaching English to young learners (TEYL);
• task-based language teaching
• interaction in SeT
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